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CHAPTER I 
THE PROBLEM AND DEFINITION OF TERMS USED 
I. THE PROBLEM 
Statement of the Problem 
The vocabulary and experiences of today's children differ greatly 
from the experiences and vocabulary of twenty years ago. The explosion 
of knowledge has convinced some subject matter specialists, facts-at-
any-cost experts, and members of the lay public that a child has so little 
time to learn the quantities of knowledge available that it is imperative 
for him to begin learning academic skills at an early age. Research has 
shown that the child makes his greatest progress from birth to six years 
of age. Two-year-olds are being taught to read. Four-year-olds are 
bombarded continuously for two hours in regimented and highly structured 
classes designed to teach "facts." The Federal Government has entered 
the field in an attempt to aid the "deprived" and "disadvantaged" child. 
Pressures from the elementary school, a concerned public, and 
these "self-appointed experts" have been causing what Hymes describes 
as a "dribble-down-disease" (19:14) as more kindergartens take on the 
characteristics of a watered down first grade. Many teachers are still 
concerned about what is happening to the child. Child development 
people recognize that the child has needs in other areas as well as the 
intellectual, and are anxious that the child develop his own "unique" 
self to the fullest. 
In view of the mounting pressures upon children and teachers 
for earlier instruction in formal reading programs, earlier structured 
learning in other academic skills, and less time for "play experiences" 
in the child's life, it seems necessary to find out where he is "now" in 
relation to his "readiness for learning. " Is the kindergarten child of 
today really more physically, emotionally, socially, and mentally ready 
for the responsibilities being pushed upon him? 
The purpose of this study was to determine what happened to 
kindergarten children during the school year in terms of readiness and 
academic growth. 
Importance of the Study 
The fifty-one children in this study are but a "grain of sand" 
2 
in terms of children of the world, but who knows their potential or their 
impact on society and history in the future? The kindergarten teacher can 
usually recognize future leaders in her group; it is equally true that she 
can recognize symptoms of behavior leading to delinquency. However, it 
is impossible to determine the potential of the child. Educators have the 
responsibility of attempting to unlock the potential of each child, that he 
may develop as fully as possible his own unique capacities. 
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In a speech before the Gray's Harbor County Educators on October 
21, 19 66, Joe Chandler, consultant in education at the University of 
Washington, stressed the importance of education for all young people. 
Purely from an economic standpoint, he reported, "the child with a high 
school education pays back four times the cost of his education." He 
continued in an effort to impress his audience with the importance of the 
teacher's role in helping the child find himself, stay in school, and 
achieve his full potential. Joe Chandler likened the child to an apple. 
"Anyone can count the seeds in an apple; but no one can count the apples 
in a seed. No one can tell the potential in a child. " 
A search for the potential in children might be described as one 
of the most critical problems in America today. This study was an attempt 
to understand the child of today and his promise for tomorrow. 
Scope and Limitations of the Study 
This study was limited to the fifty-one children (twenty-three boys 
and twenty-eight girls) enrolled in kindergarten at Central School in Hoquiam, 
Washington, from September 15, 19 6 7, to the end of the school year. The 
study considered the changes occurring in the children during the academic 
year. 
For statistical purposes, the group was divided by age and sex. 
The ten boys over 5. 5 years of age were designated as "older boys"; the 
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thirteen boys under 5. 5 yeats of age were designated as "younger boys. " 
The girls were likewise separated into two groups: thirteen over 5. 5 years 
of age were designated as "older girls" and fifteen under 5. 5 years of age 
were called "younger girls." 
The study was limited to the testing and evaluating that the 
writer could do while carrying on her normal kindergarten program, the 
testing which she could do herself with the facilities available. 
There was no attempt to compare the study group with a control 
group. Comparisons were drawn from the population within the study itself. 
There was no attempt to evaluate or to assess physical growth 
which would necessitate a medical examination. 
No attempt was made to assess growth in areas such as self-
concept, independence, initiative, interest, curiosity, desire to learn, 
creativity, ego-strength, self-respect, more able to work and play with 
others, or greater worth as a person. Though growth in these areas 
appeared very evident to the observer, and though the writer feels they 
are actually the most important outcomes (or goals) in a good kindergarten 
program, their measurement is difficult to determine and no attempt was 
made in this study to ascertain the extent of their development. 
The writer also recognizes the fact that some of the changes 
measured in this study must be considered a part of the child 1 s natural 
maturation. 
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II. DEFINITION OF TERMS USED 
Kindergarten Pupils 
Kindergarten pupils are defined as pupils enrolled in the writer's 
kindergarten program during the 19 6 7-68 school year. 
Length of School Day 
The length of school day is from 9:00 a.m. to 11:00 a.m. for the 
morning group, and 12:30 p.m. to 2:30 p.m. for the afternoon group. 
Average Age 
All children in this study were five years old by September 10, 
1967. Average age for the children in this study was approximately five 
years and five months. 
Throughout the study, 5. 5 will be interpreted as meaning five 
years and five months of age. 
Over 5. 5 
Over 5. 5 refers to that group of children whose birthdays placed 
them five years and five months of age or over by the district cut-off date 
of September 10 . 
6 
Under 5. 5 
Under 5. 5 refers to that group of children whose birthdays placed 
them under five years and five months of age by the district cut-off date 
of September 10. 
Improvement Score 
Improvement score is the number of points difference, either plus 
or minus, between the score or percentile in October and the corresponding 
score or percentile derived from the results of May tests. 
Traditional Kindergarten 
A traditional kindergarten is considered to be one which minimizes 
intellectual development, placing more emphasis on the social and emo-
tional development of the child. The teacher functions as a guide by 
improving the qualities of the problem solving. 
Structured Kindergarten 
A structured kindergarten is considered to be the program which 
focuses on "getting children ready for first grade" by formalizing the 
program to conform to the more formal, highly-structured, systematic, 
academic learning program of the older children. Such a program may 
be described as a "watered down" first grade. 
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Child-Development Kindergarten 
Child-development kindergarten approach is considered to mean 
the program that recognizes the young child 1 s needs in the areas of 
physical, social, emotional, and intellectual growth. Conscious attempts 
are constantly being made to develop and extend children 1 s intellectual 
abilities. Varieties of materials are provided for experimentation and 
manipulation to extend the child 1 s opportunity to acquire information and 
understanding, solve problems, experiment, and correct misconceptions. 
CHAPTER II 
REVIEW OF THE LITERATURE 
I. HISTORY AND GROWTH OF KINDERGARTEN 
The Kindergarten in the United States 
Kindergartens have been a part of American education for over a 
century. Frederick Froebel (1782-1852) is credited with being the "father" 
of kinderqarten. His love of children and interest in their early childhood 
education furnished the idea for developing techniques and materials 
which teach the child through play experiences. He considered carefully 
planned play materials as most essential. The first kindergarten was 
established in Blackenberg, Germany, in 1842 (2 6: 6). 
Mrs. Carl Schurz, one of Froebel' s pupils, founded the first 
kindergarten in the United States in 1855 at Watertown, Wisconsin. This 
was a German-speaking kindergarten. Miss Elizabeth Peabody privately 
operated the first English-speaking kindergarten in the United States in 
1860 at Boston, Massachusetts. Kindergartens were established and 
maintained largely from private funds until the first public school kinder-
garten in the United States was established by Susan Blow and William 
T. Harris at St. Louis, Missouri, in 1873. 
The early 1960's saw a revival of early childhood education 
in the United States for the same reason it was advocated in the past by 
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leaders like Froebe! and Montessori: conditions of the times had created 
slum cultures that produced serious social problems (26:7). 
Many of the activities of the Froebelian school were altered to 
fit research findings and our American way. Activities such as weaving, 
modeling, painting, talking, singing, gardening, and listening to stories 
still remain. From the Montessori program we have adopted the self-help 
aspects of the present day school. Maria Montessori was a medical 
doctor who began her work with slum children in 1907. She developed 
methods and materials that are used in her schools today just exactly 
as they were prescribed in the early 1900's (26:7; 16:26). 
Headley (16:26) tells us that Froebe!, the founder of the kinder-
garten in Germany, predicted that of all the countries into which the 
kindergarten movement might spread, its growth would be most vigorous 
in the United States of America. She tells us that he was right and gives 
interesting information concerning the growth of kindergartens in the 
United States: 
From 1873, when the first United States public kindergarten was 
established, until 1930, ... the number of children enrolled in 
public and private kindergartens increased from 1,252 to approxi-
mately 778,000. Between the 1930's and the 1940's there was an 
expansion of some kindergarten programs and a curtailment in others . 
. . . However, from 1940 to 1954, statistics show an enrollment 
increase for public kindergartens of almost 150 percent. During the 
same period there was an increase of 21 percent in the first grades, 
2 6 percent in the second grade, and 16 percent in the fifth grade 
(16 :2 7). 
From 1954 to the present, figures have steadily continued to climb. In 
the fall of 1963 there was a total kindergarten enrollment in our public 
school kindergartens of 2,098,913 (16:27). 
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The most significant factor contributing to the growth of kinder-
gartens has been the findings of educational research in the field of early 
childhood education. It has been more firmly established that the early 
years of a person's life are of extreme importance to lifetime learning. 
It is during these so-called preschool years that the child's intelligence 
is developed and self-concepts are established. Early childhood educa-
tion can contribute a great deal to a child's development. For children 
from meager home-community environments, the age of six already may 
be too late. 
The new emphasis on kindergarten has been led by the Higher 
Horizons program, Head Start, and the position of the Educational 
Policies Commission. The Commission suggests that a school starting 
age of six is now obsolete and that age four is a more realistic time to 
start school (2 :4). 
Children have the opportunity to attend public school kinder-
gartens in all but eight of our fifty states. However, in some of the 
Southern states, only 1 to 6 per cent of the kindergarten-aged population 
were provided opportunity to attend kindergarten. Other states provide 
public-school education for anywhere from 10 per cent to all of their 
kindergarten-age children. Foster and Headley reported the following 
information: 
According to figures published by the United States Department of 
Commerce, approximately 43. 5 percent of the total five-year-old 
population were enrolled in kindergarten in 1953; 14. 5 percent 
were enrolled in other school-grade units, and 41 . 6 percent were 
not in school. Today between 54 and 65 percent of all five-year-
olds are enrolled in kindergarten. Nevertheless some l, 500, 000 
of our five-year-olds are even now being deprived of kindergarten 
experience; many more urban than rural children have the oppor-
tunity to attend kindergarten; and some kindergarten units have 
far too many children enrolled for the good of the children (16:29). 
Status of Kindergarten in the State of Washington 
Early citizens of Washington evidenced their interest in the 
education of young children by establishing the first kindergarten in the 
Washington Territory in 1862. The first legislative authorization was 
passed in 1909 and the first school district program was established in 
1911. In 19 34 the legislature first authorized financial support for all 
children in the state. 
One hundred sixty-six, or 45 per cent of the local school 
districts, are providing public-supported kindergartens. Fifty-nine out 
of 63 first class districts, 103 out of 218 second class districts, and 6 
out of 72 third class districts have public kindergartens. Each year a 
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higher percentage of Washington 1 s five-year-olds has the opportunity to 
attend school. This percentage has fluctuated from time to time, but now 
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appears to be firmly established. Out of a possible enrollment of 66,000, 
more than 54,000 children, or over 81 per cent of the five-year-olds, are 
enrolled in public kindergarten. 
The length of the kindergarten sessions in Washington public 
schools usually ranges from 120 to 180 minutes. In the majority of schools 
the length of the kindergarten day is about 150 minutes, although several 
schools either have or are contemplating sessions longer than 180 minutes. 
Many districts schedule two sessions of kindergarten in the classroom 
each day. In approximately 65 per cent of the schools, both sessions are 
taught by the same teacher. 
According to figures cited from the State Superintendent of Public 
Instruction Bulletin for January, 19 68, 
The average kindergarten class in the State is 29. 4 students. 
This is a higher average pupil-teacher ratio than is found at all 
other elementary levels. The majority of kindergarten classes 
have 25 or more pupils enrolled, and many classes have between 
30 and 35. Approximately 65 percent of the kindergarten teachers 
in the State are teaching between 50 and 70 five year olds during 
the day, but in two sessions. 
At present 693 of the 1, 126 kindergarten teachers have a 
Bachelor's degree, 272 have a B.A. plus 25 hours, 30 have a 
B .A. plus 90 hours and 54 have a Master's degree. There are 
77 kindergarten teachers who do not have a B .A. degree. The 
average number of years of experience is 9 . 8. However, many 
of those teaching kindergarten do not have the professional 
preparation recommended for working with young children (2:14). 
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II. LEGISLATION AND ADVANCES IN EARLY CHILDHOOD EDUCATION 
Although legislators began to enact laws pertaining to early 
childhood education as early as 1879, most interest in legislating for the 
young child has come since 1940. Leeper (26:99) explains that the socio-
economic conditions of today make it necessary to take care of many 
children out of the home. She points out society's responsibilities: 
Within the past 20 years families and organized groups have realized 
that what happens to the young child affects his entire life; they 
consider it important to insure that all children have educational 
opportunities comparable to the potentialities of each child. The 
realization that this can only be possible through adequate public 
understanding and support has given impetus to organized movements 
to make provision through legislation for the development and super-
vision of educational centers for the young child. Legislative action 
related to programs for young children has followed the identification 
of a special problem or the need to provide for some emergency (26:99). 
The depression, war period, and early post-war years forced 
attention on the needs of young children. Both in England and in the 
United States federal programs were set up to provide for the welfare of 
the young child. Federal Emergency Relief Administration established 
children's centers. The Lanham Act resulted in an expansion of programs 
to care for the young children of women who had been mobilized to replace 
men in service. During this period, more adults begame actively interested 
and aware of the importance of early childhood education (16:30; 26:99). 
The 7 ,000 delegates at the 1960 White House Conference on 
Children and Youth made 670 recommendations, 235 of them directed toward 
elementary school education. The following proposals were made in 
recommendations 153, 154, and 209: 
That the scope of free public education be extended downward and 
upward to include kindergarten through community college. 
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That kindergarten be made an integral part of the tax supported public 
school system in all communities; and that state departments of 
education be authorized to extend public education to include 
nursery schools. 
That it be mandatory for state departments of education to establish 
standards for certification for nursery school and kindergarten 
teachers. 
Other recommendations proposed that programs for young children 
should be flexible enough to meet children's early social, physical, 
intellectual, and psychological needs and that early efforts should be 
made to identify the needs and talents of individuals. The official 
journal for the United States Office of Education, School Life, reports 
that this conference repeatedly asked schools to provide early childhood 
education and recommended that every elementary school have a kinder-
garten by the end of the 1960's (16:31). 
Today practically every state has laws authorizing the use of 
public, local, or state money for financing kindergartens. In at least 
forty of the states, laws are permissive in nature which allows the 
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establishment in communities by vote, by action of the local school 
authorities, or in response to a petition of the public. In six states the 
laws relating to their establishment are mandatory; that is, kindergarten 
must be established under certain conditions. Three states--Arkansas, 
Georgia, and North Dakota--stand alone as states where no funds are 
allocated to the support of public kindergarten. Only Georgia and Arkansas 
have no laws at all relating to the establishment of public kindergarten in 
their state (16:30). 
Leeper speaks of the underprivileged children and the part Head 
Start plays in attempting to break the poverty cycle. 
The 1960's have become known as the decade of the disadvan-
taged. Historically, overwhelming numbers of the culturally 
deprived began to appear around 1860 when the population changed 
largely to rural-urban with the rural living in the urbanized communi-
ties for which they were not vocationally equipped. . . . Many 
forces are making a concerted effort to develop programs to help 
the underprivileged child. It is now recognized that deprived 
children and their parents have a positive attitude toward educa-
tion but are alienated from the regular public school situation 
because of frustrations and failure. . . . The Head Start Program 
is an attempt to reach children of low-income families between the 
ages of three and five through a preschool education program. It 
provides language opportunities (speaking and listening), a wide 
variety of experiences, and adequate behavior models for the 
children. It is an attempt to break the poverty cycle in early ages 
since evidence indicates that the early years of childhood are the 
most crucial in educational development. Bloom has pointed out 
that environment can mean as much as 20 I.Q. points in the 
developing child and is most critical in preschool years because 
the child goes 50 percent of the way in organizing his thinking 
patterns by the time he is four years of age and the next 30 percent 
by the time he is eight (26:80). 
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In the summer of 1965, 30, 000 "Head Start" programs were in 
operation. These programs are federally supported and designed to pro-
vide compensatory experiences for culturally disadvantaged children who 
would be entering kindergartens and first grades in the fall (16 :35). 
III. RESEARCH IN THE 1960'S: AN OVER-VIEW 
Research in the kindergarten area appears to be concerned with 
creativity, neuro-maturation, methodology related to the introduction and 
presentation of subject matter skills, teacher certification, culturally dis-
advantaged children, maturity factors related to school entrance, exten-
sion of kindergarten education, and the enrichment of the content of the 
kindergarten program (16:34-35). Research in the 1960's tells us that: 
1. The I.Q. is not a valid prediction of achievement. Creativity, 
neuro-maturation, and other factors enter into the child's 
ability to achieve • 
2. Creativity can be "primed." 
3. Through such programs as the Initial Teaching Alphabet, The 
Omar Moore Reading experiment, The Denver Reading Pro-
gram and others, it has been proved that three, four, and 
five-year-olds can be taught to read. 
4. There is no evidence that the early introduction of formal subject 
matter (reading, writing, and arithmetic) has any real value 
for young children. 
5. There is a tendency for workbooks and worksheets to be used in 
kindergartens, in spite of the fact that there is no evidence 
that they increase reading readiness. 
6. Workbooks and worksheets tend to take time away from other 
kindergarten activities which would, in the long run, be 
more profitable to children's all-round development. 
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7. Culturally disadvantaged children can profit from compensatory 
programs, and these programs are in operation. 
8. There is a strong trend toward requiring a four-year degree for 
kindergarten teachers. Along with this is a trend toward 
requiring these teachers who have taught only in the grades, 
junior high school, or high school to take child development 
courses and do practice teaching in the kindergarten before 
being certified as kindergarten teachers. 
9. The number of musical recordings on the market is increasing 
by leaps and bounds and there is a tendency, good or bad, 
for kindergarten teachers to substitute recordings for their 
own piano playing. 
10. State guides for kindergarten teaching are increasing in number. 
Thirty-three states now have such guides. 
11 . Reading, Mathematics, and Science programs are being 
designed for K-3, K-6, K-12. 
12. There is strong evidence that the kindergarten program needs 
to be more challenging; but there is no evidence to support 
the desirability of pushing formal subject matter down into 
the kindergarten (16 :34-35). 
Research has played an important role in supplying us with facts 
which have (1) helped the public understand that the kindergarten should 
be an integral part of the American system of education; (2) helped alert 
the public to the developmental needs of young children; (3) helped teachers 
evaluate their own procedures; and (4) helped administrators and policy-
directing groups plan for the welfare of five-year-olds. The kindergarten 
program needs the further support of research as it strives to meet the 
needs of today's television and space-minded five-year-olds (16: 36). 
IV. ENVIRONMENTAL INFLUENCES ON LEARNING CAPACITY 
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Times have changed and so has the world which the child faces. 
This is humorously illustrated by the second grade teacher who used the 
term "pre-historic times" in her class discussion. One child seriously 
asked her, "Do you mean before television?" 
In the child's home the many gadgets have freed mothers from 
household drudgery. To the child this means fewer chores and perhaps 
more responsibility for his own actions, if mother is working. The 
increased divorce rate has left more parents without partners and more 
children with divided loyalties and divided living arrangements (25:11) . 
Speaking of the child's background of experience, Otto says: 
"The child begins school with whatever meagerness or richness of educa-
tive experiences his preschool environment has provided him--no two 
children begin school with the same background" (29 :89). 
For the first few months, the child's educative environment is 
quite narrow--limited to his crib, mother and others taking care of him 
when he is being fed, bathed, dressed, and lying awake. The child is 
also restricted because he does not have physical maturity to make the 
most of his environment. According to Otto, the median age at which 
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the child creeps is ten months and the median age for the child to walk 
alone is fifteen months. Obviously, in either the creeping or walking 
stages many new objects and experiences will enter his life. Every 
environment is a learning environment. The best learning environment, 
however, is the one which stimulates the individual to reach constantly 
for new horizons, new understandings, new experiences, and to ask 
questions. Otto sums this all up by saying, "In a very real sense each 
child brings to school with him, each day his past, his family, and his 
community because all these things are inseparable aspects of their total 
life II (29: 89) o 
Gesell calls these preschool years the "strategic years. " A 
teacher should understand the tremendous importance of the early years 
in laying the foundation for subsequent learning. They are, in fact, of 
• . . critical and lasting import. A child may become eager and 
enthusiastic about learning, grasp opportunities to learn and 
wring from them whatever has meaning and significance for him, 
or he may reject learning and all things connected with school. 
Future learning depends upon the satisfaction and success achieved 
in these early years (15 :8). 
Stressing the importance of education in our present day culture, 
Rudolph and Cohen say: 
At no time in history has it been more necessary that the average 
citizen be a well-educated person. Our time is one in which changes 
of all kinds occur so rapidly that only the most backward can enjoy 
the security and comfort of thinking they know what makes the world 
go around. Technical knowledge has increased man's leisure time 
and brought the far reaches of the earth close to the eyes and ears 
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of the ordinary citizen. East and West face each other's customs 
and mores in wide-eyed wonder; concepts of time and space shift 
faster than all of us can adjust to easily. Although further 
advanced than ever, knowledge of man, of the earth he inhabits, 
and of the space in which the earth whirls becomes outmoded at a 
more rapid pace than ever before. . . . In such a world there is 
no question of the need for increasing areas of factual information. 
But there is no question, either, of the great need for agility and 
maturity in coping with new ideas. Children need not only facts; 
they must learn to think, and must be prepared to grow and learn 
continuously if they are to cope successfully with the coming eras 
of expanding research and knowledge. . . . It is this relatively 
recent insight into how learning takes place that makes us say 
that the base on which school learning flourishes as well as the 
ground work for original thinking and scientific problem solving 
needed in our time, are both laid in the pre-school years. The 
kindergarten, first school experiences for large numbers of chil-
dren, is the most logical place--almost too late for many children--
to begin. Why have we suggested that kindergarten is almost too 
late? Research has shown that what happens to children long be-
fore they dream of entering school markedly influences their 
capacity to grow in school (34:4). 
The implications of the study of Knebleck and Pasamanick (1960) 
clearly indicate how "a child's life conditions must offer stimulation and 
interest within an emotional climate of love and support, or he will not 
grow in capacity to learn" (34:5). 
In the course of their study, Knebleck and Pasamanick tested 
some three hundred children, half of them Negro and half of them white, 
in an attempt to determine environmental factors affecting human develop-
ment before and after birth. No difference was found in the intelligence 
scores between the white and Negro children at forty weeks of age. 
When these children were tested again at age three, the Negro children 
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who were living in less favored environmental conditions showed less 
responsiveness and curiosity. Their language intelligence scores were 
as much as sixteen points lower than those of the white children with 
whom they had been on a par as babies. 
Rudolph and Cohen ( 3 4: 5) also point to a study by Irwin (19 61) , 
who persuaded a group of mothers to read to their young children ten 
minutes a day from the time they were young. The mothers, whose 
husbands were unskilled, semi-skilled, and skilled workers, were mothers 
who ordinarily would not have read to their children. They were amazed to 
find a strong interest in books among their children, but Irwin also found 
a measurable difference in the speech development of these children as 
compared with that of a control group with similar background. This 
difference showed up when the children were as young as twenty months. 
Another study by Milner (1951), using three groups of Negro 
first-graders, revealed a definite relationship between children's ability 
to read in the first grade and two factors: the warmth of affectional 
relationship in the home, and the degree of intellectual stimulation (34:5). 
In considering indications of this research on early childhood 
education, Rudolph and Cohen tell us: 
This means that learning, the precious birth-right of curiosity and 
adaptiveness to new and changing phenomena, and the development 
of speech, which is so dependent on having something to say and 
on a model to imitate, can be encouraged or extinguished very 
much earlier and more easily than we had ever believed. A 
child's life condition must offer stimulation and interest within 
an emotional climate of love and support, or he will not grow 
in capacity to learn (34:5). 
Numerous studies support the theory that children who do not 
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receive stimulation and love, not only do not progress but may even fall 
behind in intellectual and social abilities. It is very possible for a 
child to be deprived in families of poor and limited educational and cultural 
background; or even in a well-to-do home which lacks tangible emotional 
rewards, with the same depressing effect as was evidenced by the 
neglected children in these studies of institutionalized children (34:5). 
Researchers do not agree as to the extent of the damage that such 
lack of opportunity may have on the young child. Some feel it cannot be 
overcome. Others are inclined to feel that a stimulating environment in 
his early years can change the trend. Since kindergarten is the first school 
experience for many children, the kindergarten teacher has a unique posi-
tion and a greater responsibility than has ever been recognized. "Kinder-
garten, the earliest school experience for large numbers of children, may 
be seen as strategic in relation to their future educational progress. In 
some cases it may be critical" (34:6). 
Those working in the field of early childhood education are con-
cerned that the public may be misled by reading articles on the Head Start 
Program. They may expect a miracle from the few weeks the children are 
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exposed to the program which, in effect, can only reach a handful of our 
young children. Hymes uses statistics from the Nursery-Kindergarten 
Enrollment of Children Under Six, October, 1966, to strengthen his 
argument for more aid for the under-educated: 
Only 29 states provide state aid for kindergarten; 21 do not. 
And most of the 29 provide only half aid; that is, 50% of the aid 
given to children aged six. 
Only about 60% of our five-year-olds go to any kind of 
kindergarten: public, private, church-sponsored. About 40% 
go to no school at all (19:6). 
Although we are not considering day care or child care centers 
for the purpose of this study, it would be well to take note of the point 
Hymes brings out regarding their operation. These young children even-
tually become "public school children" and public education has an 
immediate stake in the quality of day care. Many day care children have 
already led disrupted lives. Since they spend all their waking hours in a 
group experience, they could enter school with a 
... backlog of healthy living behind them or, if they must be 
consigned to low-quality programs or left alone to drift, they 
will enter school doubly damaged--hurt by the strains within 
their home life and hurt by the lackluster of their early group 
life (19: 11). 
Authorities in childhood education (19, 16, 12, 18, 26, 34) are 
by no means satisfied with the progress in acquiring more educational 
opportunities for the young child. Hymes very clearly states his position: 
The most serious problem facing early education, is that 
there simply is not enough of it. We are barely scratching the 
surface in providing the programs that young children need. We 
call youngsters under six "preschool" children. They are 
"preschool" ... only because we don't have the schools for 
them. 
. . . . We Americans talk about equal educational 
opportunity. In fact, we practice great discrimination. We 
practice age discrimination! Children under six are greatly 
underserved. America pays lip service to the importance of 
these early years, but our deeds do not square with our words. 
We have many more "never-ins" than "drop-outs" .... 
Dynamic, progressive, forward-marching America is some-
times stymied by problems whose solutions evade us. But we 
know what to do about the under-education of young children. 
We simply aren't doing enough of it. There is only one possible 
conclusion! The U.S.A. is short-changing children under six. 
Frighteningly large numbers of children are operating under less 
than full steam because we have no groups at all to serve them 
(19 :5-7). 
V. THE KINDERGARTEN TEACHER 
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The objectives of the modern kindergarten place the emphasis 
on the development of the individual child as he operates in a group. 
The teacher strives to provide a stimulating environment in which appro-
priate materials and learning situations provide rich experiences for child 
guidance as he is motivated to learn (26:85). 
Today's kindergarten has become a recognized part of the school 
program and as an important and continuing step in the education of a 
child. The kindergarten teacher has a unique position. Headly says of 
her role, 
The kindergarten teacher is free to--and is expected to be able 
to--cut through and across many bodies of subject matter ..•. 
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It is possible that in a single morning such areas as geology, 
astronomy, biology, physiology, psychology, sociology, chemis-
try, physics, history, mathematics, reading, music, art, and 
literature might all have contributed in one way or another to the 
enrichment of the kindergarten program (16:28). 
For many years there has been a common assumption: "Anyone 
can teach young children. All a nursery school or kindergarten teacher 
has to know is how to mix the paints." This misconception is spreading 
today because of the rapid expansion of the field. The resulting severe 
teacher shortage means that many are being hired whose own cultural 
backgrounds are limited. High school graduates, those with one or two 
years of college study, and junior college graduates suddenly became 
"teachers. " In discus sing the problem, Hymes says: 
Smart teachers, bright teachers, informed teachers, cultured 
teachers are needed by young children every bit as much as older 
youngsters need them. The good teaching of young children 
requires a rounded background, rich in psychological insights, 
rich in democratic awareness, and equally rich in cultural attain-
ment. Facts and concepts and skills must be taught. They must 
be taught starting at age three, not postponed until some later 
time. . • . Her own liberal arts background is a fundamental 
part of her professional training. When you teach young children 
you teach with all you know--and with all you can find out--about 
all the field of study (19:77). 
Children come to school from different kinds of homes, bringing 
into the classroom many emotional experiences and varied attitudes toward 
life. They have accomplished their past developmental tasks with varying 
degrees of success. We cannot change the past or his environment, but 
we can meet the present needs of these youngsters during the hours of 
the day they are with us. Jenkins says of teaching: 
Teaching is not an easy job. It can be baffling, tiring, and 
frustrating at times. But if we bring to the classroom a basic 
interest in people, especially children--an interest that draws 
us ever deeper into the process of trying to understand the 
dynamics of human growth and behavior--teaching can be one 
of the most satisfying and rewarding experiences of our lives 
(21:190). 
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To work effectively with children, the teacher must have good 
rapport with parents. She builds this with every exchange of greetings 
as she meets a parent in the grocery store or talks briefly with those who 
escort children to school. Parents are naturally concerned about their 
children. If there is a distance between parents and teachers because 
of differences in class and educational background, language, or values, 
it is the teacher's professional responsibility to assume the leadership 
necessary for closing the gap between home and school. Parents, par-
ticularly those bringing a first child to kindergarten, are apt to be appre-
hensive about whether this stranger will notice and try to understand 
"this child" who is so special to them. The teacher must remember that 
parents, too, have human feelings and perhaps have a great deal to lose 
by the success or failure of their child. With the welfare of the child 
constantly in mind, the teacher must take the first step by being relaxed 
and easy to talk to. By her voice and manner she implies assurance. 
Sharing and comparing their perceptions, teacher and parents 
together can be most effective in providing for the child. For 
this, a relationship of mutual trust and friendship must be 
established between teacher and parents (34:356). 
VI. CIASSROOM CLIMATE AND MENTAL HEALTH 
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Along with her educational and professional training, the teacher 
must bring other qualities to the classroom, as this teacher-child rela-
tionship contributes a great deal to fostering learning. The classroom 
climate is as significant to the welfare of the child as the environment 
created in the home by the parents. When teachers really care about 
children, they can foster learning to help each child acquire not only 
facts, but attitudes that facilitate his total adjustment and mental health. 
If teachers understand the home environment, values, and mores of the 
child's world, they can better understand the child. Each child lives at 
home many hours each week, and the effect is not lost on him--even 
though it may not be seen by those who share his life elsewhere (15 :54). 
Interaction between the child and teacher goes on at a fast pace 
because of the nature of the teacher's task. Though we may not frequently 
consider it, it is interesting to note that the environmental factors which 
shaped the life of the teacher are now influencing the children in her 
care. Hawks comments on this: 
Just as the child's learning is influenced, so is the teacher's. 
The environment cannot be understood without taking a glance at 
what shapes the teacher's attitudes and contributions. To his 
work the teacher brings the cultural background of his or her own 
sex, ethnic group, and social class. Further, the traditions of 
the teacher's religion and his acceptance or rejection of these 
traditions help to mold the environment in which the child find 
himself (15:54). 
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The kindergarten child necessarily sees himself, to some extent 
at least, and his new world through the eyes of the teacher. The teacher's 
role in helping children form relationships must be based on reality. 
Children can sense the feelings teachers have about them. They know 
when a teacher accepts them as they are or when a teacher likes only 
certain kinds of children. In Educational Foundations by Kneller, Landes 
says, "Teaching means communicating intelligently. Under prejudice, 
what is most intelligible are the negative values of fear, scorn, and 
belittlements" (23 :306). 
A teacher of young children, as described by Rudolph and Cohen, 
should be "a motherly person--warrn, caring, and attentive" (34:53). 
However, she must not expect such response and devotion from the 
children as she might receive if she were their mother. Good relationships 
in class provide both an incentive and stimulation to good learning. 
Children reflect what they receive from the central figures in 
their lives--their parents and their teachers. When children are trusting 
and generous, loving and kindly, it is not because they have been 
cajoled or threatened, punished or rewarded, but because they have found 
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these qualities in the adults close to them. Every good relationship is 
essentially two-way. This is the very essence of the democratic way of 
life we are committed to. We cannot force sympathy and love, we can 
only win them by treating others, including our children, with the 
respect, courtesy, and appreciation we hope to receive from them (40:46). 
Respect is not an empty word to be used glibly. It is the es sen-
tial ingredient of all good relationships. Taylor quotes Gesell: "Respect 
is a courtesy to which infants are entitled" (40:46). The way good 
teachers continually look at children when they listen to them indicates 
how truly they respect these small persons, even the very youngest. 
When an assisting mother was once asked how her group's teacher 
developed such good relationships with the children, she answered: 
I think it's the way she talks to them, getting rig ht down to their 
level, looking right into their eyes, and talking to each one 
separately. She listens to them with so much interest and appre-
ciation, they can scarcely wait to tell her what they've been doing 
and seeing each day. They know she's really interested, not just 
pretending. It's amazing how she can do it for fifteen better than 
some of us do it for one! (40:46) 
The teacher's responsibility is to maintain a classroom where 
the atmosphere is characterized by understanding, security, warmth, and 
respect. In such a classroom pupil needs, capabilities, limitations, and 
desires are given careful consideration. The field of pupil relations is 
broad and the research in the field is theoretical and speculative. 
However, Del Popolo stresses the importance of the teacher's personality 
on the children she is teaching: 
Most educators have agreed that the rapport existing between 
teacher and pupils is one of the main ingredients necessary for 
success in teaching; and this is dependent for the most part on 
the personality of the teacher. . . . • It is recognized that 
some teachers attract and inspire young people and others do 
not (8:51). 
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Del Popolo expressed much concern for the effect of the teacher's person-
ality on the child's mental health. He quotes Ryan: 
Psychiatrists and mental hygienists agree that teachers play an 
important part in determining children's behavior. Many of them 
put the school with its childhood associations next to the home 
as a significant factor in the development of personality, and 
consider the teacher second only to a parent in influencing for 
good or evil the mental health of the child (8:50). 
Most people would agree that pressures on youth today are far 
greater than at any time in the recent decades. Teachers in the elementary 
field frequently express amazement and concern for the number of children 
in their care who require sedatives to face their school and home problems 
each day. Hymes explains that he feels that teachers of young children 
hold a very unique position in the field of mental health: 
Rightly, without distortion to its own program, under-six education 
can be the public schools' DEW Line, the Distant Early Warning 
System. It can--consciously, deliberately--be the screening 
device to spot children early who have special problems so these 
youngsters can begin early to get the help they need (19:46-47). 
Early education has what Hymes describes as the "golden oppor-
tunity to serve this purpose since the dependent nature of the child 
affords the kindergarten teacher the chance to become much better 
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acquainted with parents and children than any other teacher that will 
follow. Because of the age of the children, they are in constant motion. 
Five's have not yet learned to disguise and cover up their real selves. 
They are not quite "civilized," making it easier for the teacher to see 
inside. When they are angry they show it, and when they are happy 
they show it. From infancy until school age the child is usually observed 
through the parent's untrained eyes. Physical and psychological problems 
can develop, grow, and become harder to correct the longer they remain 
unnoticed. Hymes comments further: 
While some conscientious parents worry needlessly about their 
children, far too many do not worry enough. They live in hope 
... "He'll outgrow it." Children do outgrow their normal, healthy, 
age-level characteristics. They do not outgrow their problems; 
these only become worse with the passing of time. 
Our whole society pays a staggering price when we do not 
identify early and help early, those people who are in trouble. 
We know the price tag for police protection, for jails, for mental 
hospitals. We have no way of getting at the cost in wasted talent 
and wasted energy of people well enough to stay out of institutions 
but not well enough to function at their best. Millions needlessly 
sell themselves short. They carry prejudice and suspicion inside 
of themselves. They are angrier at life than they need be, more 
fighty than they need be, more compelled to be "anti" than they 
need be (19 :46). 
In discussing mental health in the classroom, Schmuck 
comments on the importance of interpersonal relations and on the ability 
of the individuals to deal with tensions and conflicts--not merely to 
avoid them but to handle them constructively and creatively. As a 
result of changes in our society, schools have a bigger responsibility 
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than ever to help pupils develop behavior patterns which equip them to 
fill useful roles in society. According to Schmuck, this means that in 
addition to teaching subject matter, the schools must be concerned with 
the development of interpersonal relationship skills and positive mental 
health. Schmuck speaks of the uniqueness of the teacher's role: 
It is evident that the teacher is indeed in a position to 
influence a pupil's mental health, either positively or nega-
tively. . • • • It is primarily other people--in person or in 
the images one holds of them--who are able to make an indi-
vidual feel secure and happy or lost and unhappy. . . . If 
the teacher possesses the skills necessary to establish a 
wholesome interpersonal atmosphere and if he can organize 
learning tasks in a manner which will enhance a pupil's self-
esteem, he is contributing simultaneously to the improvement 
of a pupil's mental health. It seems clear that mental health 
is influenced to a large extent by the way important people in 
an individual's environments respond to him (35 :81-83). 
In Clancy and Smitter' s (5 :29) study of emotionally disturbed 
children in Santa Barbara County Schools, findings indicated that emotional 
disturbances of children are frequent enough to constitute a major problem 
in education (5 :29). 
Santa Barbara County teachers reported 846 children (544 boys 
and 302 girls) or 11 per cent of the school population as emotionally 
disturbed. The Kindergarten had 5 per cent of the emotionally disturbed 
children (33 boys and 18 girls). The percentaged jumped to 11 per cent 
in the first grade and remained relatively constant until the eighth grade 
when it increased to 13 per cent. The question was raised concerning 
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the lower percentage of emotionally disturbed children at the Kindergarten 
level. The fact that kindergarten procedures allow for greater flexibility 
might create fewer adult-child conflicts or child-child conflicts. 
The study showed that emotional disturbance was not associated 
with a particular IQ level, but suggests that teachers should consider the 
mental hygiene hazards of dullness and assist the dull child to develop 
all competencies possible. 
Of the children reported as emotionally disturbed, 32 per cent 
came from broken homes. This was more than twice the per cent of 
children in the total school population who come from broken homes. 
It is obvious that the broken home is a danger signal for teachers. They 
should be aware of the anxieties and insecurities which are created in 
children. 
Twenty-three per cent of the disturbed children had mothers who 
worked on a full-time basis. Only 14 per cent of the total school popula-
tion had mothers who worked full time . The full-time employment of a 
mother should be a signal to teachers that a child whose mother is employed 
needs greater support, greater reassurance, and more attention if emotional 
problems are to be avoided. 
Of the children reported in this study, 21 per cent came from 
homes having conditions inimical to the welfare of those children. 
Alcoholism, overcrowded conditions, and poverty were the most frequent 
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conditions described by teachers. Only 5 per cent of the total child 
population was described as coming from homes in which such serious 
conditions prevailed. The withdrawn and fearful child with related fears 
and anxieties and the inability to get along with others were mentioned 
most frequently as problems (5 :29). 
VII. TYPICAL CHARACTERISTICS OF KINDERGARTENS 
The five-year-old begins his school career in a kindergarten room 
especially equipped and arranged to make the preschooler eager to partici-
pate. There is usually a variety of materials which lend themselves to 
group play or which may be utilized alone. Shelves, storage areas, 
toilets, and sinks are proportioned for the young inhabitants so they might 
learn to accept responsibility for their own needs. Activity areas are 
organized to challenge the more mature, and to give a sense of security 
to the timid child. The five-year-olds who occupy the room will differ 
widely in family background, vigor in meeting new experiences, and 
readiness to share. 
For many, sharing the time and attention of one teacher will be 
difficult. They may feel jealous or impatient at times, or be so excited 
by the new kindergarten experiences that they become utterly exhausted. 
Along with the energetic children, there may be several overly shy and 
fearful children who spend their first few days in tears for fear they have 
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been left for good. Others may wander about, almost too confused to 
know what is happening. Hopefully all the children will be able to 
remain alone the first day, although there may be one ot two who abso-
lutely must have the emotional security of mother for a few days (12:56; 
16:143). 
All kindergarten children are not the same age chronologically 
or in terms of maturity. A kindergarten teacher will usually have some 
children who are not yet five when school begins in September, and may 
frequently have some who are already six. She may expect to encounter 
wet or soiled pants, toothless grins, and tremendous differences in 
development of children with the same chronological age. 
Since a child's home life and environment have such an important 
bearing on the development and abilities of the children, they may 
differ greatly in their readiness for group living, their use of 
school materials, their receptivity to teacher authority, and their 
responsiveness to ideas and possibilities for creativity (34:18). 
Hymes describes young children as a special breed. They are 
so different that it is useful to think of early education as a kind of 
"special education. 11 He lumps all young children together: 
All young children--the children of the poor, the children of the 
rich--have a typical style and a typical swing in common. These 
qualities stem from the children's age and developmental status. 
They flow from the children's human nature. Five-year-olds are 
people on the go. . . . Energy is popping inside these boys and 
girls. . . . The world around them always seems unusually 
alluring. . . . They feel almost all the time what older children 
feel some of the time: "Don't tie me down .•. Don't fence me in. 11 
... They love people best in small doses. . . . Young children 
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need a small size class. They are at their best in a class of 15, 
and no more than 20 children. This is not a small size class for 
them. For them this is a full class size, up to the brim and almost 
overflowing. • • . Even right class size has to be broken down 
into still smaller subgroups, into safe personal clusters. Then the 
young child really blossoms out! (19:25-29). 
Kindergartners need opportunities for helping others, choosing 
friends, changing friends, and defending his rights against others. 
Usually several stages of social development will be present. The 
intimacy of one friend at a time is all that some children can manage, 
and each child may experience moments when he prefers to be alone with 
the book he has chosen or possibly to pursue a project to completion 
uninterrupted. Three to five children may join together, sometimes stay-
ing together as a unit and sometimes forming or reforming around one or 
two of its members. "Five's" are not uniformly prepared for establishing 
relationships. They already have some concept of their inner worth and 
this affects their relationships with others. Some have been so over-
protected that they approach all situations with an anxious fear that 
something will go wrong if they act. Many children are eager to make 
friends but don't know how. Rudolph and Cohen explain: 
Kindergarten children are very inexperienced in the art of 
relating. During their first two or three years of experience they 
were on the receiving end of affection and attention. Whatever 
they have learned of giving was learned primarily in response to and 
in imitation of grown-ups who showered them with love. Even their 
feelings for siblings are still mixed and rarely do they take the same 
tender and protective view of little brothers and sisters that their 
parents do. Young children are still very much involved with them-
selves. "Their" feelings are far more important to them than 
anyone else's (34:46). 
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Headley expresses concern that many people, desiring to 
exploit the young child's mental growth, are failing to take into consi-
deration these basic characteristics of "five's." She says: 
The explosion of knowledge and the awareness of the 
extended "here-and-now" have convinced some subject-
matter specialists, as well as some do-it-yourself educators 
and others of the lay public, to suggest--and in some instances 
almost to demand--that children become subject-matter oriented 
at an earlier age. There is proof that children can indeed be 
taught reading and various other skills at a very early age. 
But the question remains: Does can mean should ? ( 16 :iii) 
Both the experience and vocabulary of today's children 
differ greatly from the experience and vocabulary of children 
of bygone days, but by and large, the children themselves are 
not very different .... tables indicate that today's five-year-
olds tend to be a bit taller and a bit heavier than their ancestors 
were at five years of age, and television has extended the young 
child's "here-and-now" to encompass even outer space. Never-
theless, basically today's five-year-olds have the same social, 
emotional, intellectual, and physical urges and capabilities 
that young children have had through the years (16 :iii) . 
VIII. CONTROVERSY IN EARLY CHILDHOOD EDUCATION 
In the post-Sputnik era since 195 7, American education has been 
riddled with criticism. The various curricula have been meticulously 
examined and found wanting. The adequacy of teachers and their training 
are being scrutinized. Our school systems have been compared with 
foreign systems, most often to our disadvantage. Ilg says of this 
criticism: 
The child in his own individual right, which includes his own 
rate of growth, has been neglected in these evaluations. What 
was being taught received first consideration. . . . Education 
sometimes seems to be interested in everything except the 
child (20:5). 
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The two extremes in early childhood viewpoints are expressed 
by LeShan, author of Conspiracy Against Childhood, and Pines, author 
of Revolution in Learning: The Years from Birth to Six. 
Eda LeShan is described as an educator and former child welfare 
worker, play therapist in a child guidance clinic, and parent worker. 
Maya Pines is a writer for Harper's Magazine who become so interested 
in her assignment to report on an experiment in which three-year-olds 
were said to be learning to read and write by typing on an electric 
"talking typewriter," that she secured a Carnegie grant allowing her to 
travel to experimental schools and learn what she could. 
Both authors see a need for a change, but their view points 
express the controversy. LeShan points out some of the literature which 
has been serving to arouse anxiety in parents as they are "buffeted" by a 
steady stream of glib popular magazine articles about early reading, early 
math, and early science which causes them more and more concern. A 
book that suggested reading readiness should be started with babies of 
ten months sold 75, 000 copies in a short time. Parents are promised 
that they can change their child's I. Q. by 15 or 2 0 points before they 
enter school. LeShan tells of a book which promises to Give Your Child 
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A Superior Mind. All the parent need do is to make lessons a rigid part 
of the daily schedule, beginning at 30 months. It held the promise that 
if the instructions are carefully followed, the child will be able to read 
15 0 words a minute, add, subtract, multiply, and divide, understand 
fractions and simple algebra, all before the age of five. Research centers 
all over the United States are operating laboratories to study ways of 
accelerating academic learning (27:13-14) . 
The American society is noted for keeping up with the Joneses; 
today's children are used as a status symbol. LeShan quotes Martin 
Telchin, who reports in an article entitled "Children Under Pressure" in 
the New York Times Magazine (June 18, 1961): 
The heat is on. The mad scramble for fame and fortune begins long 
before kindergarten. The youngster who has failed to distinguish 
himself by junior high school is just about out of the running .... 
In this high pressure atmosphere it is understandable that many 
parents have a gnawing sense of insecurity about how their young-
ster "measures up" . . . . Specialists who work with children 
are beginning to see the effects of all this parental anxiety. 
School principals and counselors report mounting tensions in 
children. In at least one school system tranquilizers are said to 
be part of the daily diet of a high percentage of the kindergarten 
class (27:49). 
A quote from Pines' book, Revolution in Learning, tells us: 
Millions of children are being irreparably damaged by our failure to 
stimulate them intellectually during their crucial years--from birth 
to six. Millions of others are being held back from their true 
potential. 
Our severest educational problems could be largely solved if 
we started early enough. Yet we recklessly ignore an exciting and 
persuasive body of knowledge about how human beings learn (31:1). 
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That educators themselves are in serious disagreement is also 
pointed out by Durkin. As a consulting research worker and speaker, 
Durkin has had many opportunities to observe kindergarten classrooms 
from California to New York. She comments: 
If the kindergartens of today reflect professional opinion 
about education for young children, then the only possible con-
clusion is that wide diversity prevails among professional 
beliefs about the best way to educate the young (9:138). 
Durkin describes one extreme in school systems in which the 
kindergarten materials like pencils and paper were officially taboo 
because five-year-olds were not considered "ready" for them yet. 
Other kindergartens, which represent the other extreme, are found in 
areas where early reading has taken on status value. She says that 
these areas are suburban communities in which the "drive to achieve is 
so dominant as to be psychologically suffocating." The influence of 
overly ambitious parents--and possibly insecure school administration--
results in kindergarten programs that "look like a good imitation of a poor 
first-grade program. I have visited kindergartens which could be described 
quickly but completely by saying that they are cluttered with workbooks 
and noisy with phonics" (9:138). 
Pines points up the basic differences of the controversy in her 
recent book, Revolution in Learning, which demonstrates the impact of 
scientific and technological advances in the field of early childhood 
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education. It certainly would appear very convincing to anyone who 
believes that a higher intelligence quotient is the primary goal of educa-
tion. The book, which was written for parents and teachers alike, 
obviously adds fuel to the flames of an already red hot controversy over 
the early education of the young child. It certainly could be expected to 
arouse further anxiety, confusion, and concern in the minds of those 
parents who have young children to be educated, or the public who are 
paying for the ever-increasing costs of educating these children, as well 
as the conscientious teacher who must justify his philosophy to himself 
and the pupil or parents. In the minds of the public, the fact the book 
was written with the assistance of a grant from Carnegie Corporation of 
New York, could possibly make the statements carry more importance and 
authenticity. Pines says the grant made it possible for her to: 
..• set out on an engrossing journey through selected universities, 
laboratories, and experimental schools, to learn what I could. The 
trip held many surprises--among them, a violent controversy among 
the experts themselves. It led me to various issues which I had 
never faced before. . . . I felt that parents and teachers deserved 
to know more about the promise of early learning. This book is 
addressed to everyone who cares about children and human intelli-
gence. It is a passionate report on the discovery that we can 
produce more-intelligent as well as happier human beings by 
stimulating children to learn more during their earliest years (31 :xi-xii). 
Pines presents a good example of the controversy. She chose 
to call the child development people, The Establishment, as opposed to 
the scientists, the Cognitive group. She admits to being extremely 
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biased and is. She is not accurate in reporting goals or methods for 
the child development group (The Establishment) as they are presented 
in the literature written by members of that group. However, she presents 
a good picture of the type of reporting that confronts parents and teachers, 
adding to the post-Sputnik anxieties, and it is easy to understand that 
they might feel alarmed. The facts that should impress a teacher, though 
the parents may miss it, is the constant talk of increasing the intelli-
gence of the child and teaching him "facts" with relatively little or no 
consideration for the emotional, physical, and social needs of the young 
child. The following is some of Pines' description of the controversy: 
The scientists, who would raise the nation's intelligence 
through early learning, believe that few educators or parents have 
yet heard their message. As with public health, their methods 
could benefit the entire population. They could increase the 
talents and artistic involvement of all children. Poor children 
could be given specific training that would bring them up at least 
to the level necessary for success in school. Middle-class 
children might gain even more from early stimulation. 
Any attempt to stimulate young children's intellectual growth 
in the United States, however, is likely to run into stiff opposi-
tion from the early-childhood Establishment: people trained in 
early-childhood education or child development are resentful of 
intrusion by other specialists who, they say, don't really know 
children. 
A fierce, though largely undeclared war has been raging 
since the early 1960's between the Establishment, which is 
concerned primarily with children's emotional and social develop-
ment, and the innovators, who emphasize cognitive, or intellec-
tual, growth. The innovators include sociologists, linguists, 
mathematicians, philosophers, and computer technicians, as well 
as many psychologists, all concerned with how young children 
learn to think and how best to help them (31 :2). 
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Now and then Pines throws in a word of truth, such as her 
acknowledgment that the child development group believes in educating 
"the whole child. " However, her description of educating the whole 
child sounds more like a baby sitter caring for a group of children and 
expecting them to learn by a process of osmosis. She describes the 
theory of educating the whole child in a manner that seems very charac-
teristic of the interpretation of the cognitive group as it appears in their 
account of experimental research: 
One should not try to teach specific skills in any organized 
sequence, but let the child learn from experiences that involve 
all aspects of his life, his relations to other children, his fan-
tasies, his surroundings, his actions. Thus children are expected 
to learn color concepts simply by having colored toys around and 
occasionally hearing the teacher refer to them by color. They are 
supposed to learn number concepts by playing with blocks. Read-
ing readiness is expected to come from recognizing their first 
names over their coat hooks. At best, these theories produce a 
special atmosphere of joy and well-being, from which the children 
come home all aglow, as after a good party. The Establishment is 
very indignant about what it calls "the vultures of experimental 
education poaching on this tender territory, forcing advanced 
curricula ... (31 :2-3). 
Those trained in child development and early childhood educa-
tion can immediately perceive the fallacies and bias in her arguments. 
However, she must certainly sound convincing to man conscientious 
and interested lay people. As ~he continues she expresses the theme 
running through any article written by those supporting acceleration of 
cognitive development. They apparently do not get the message that 
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child development specialists are attempting to educate the whole (total) 
child, which certainly means mental, as well as social, emotional, and 
physical aspects. In fact, many of their goals are directed toward the 
same ends, but it is the stage of development which differs. The cogni-
tive interpretation insists that child development specialists are merely 
marking time while waiting for the child to "get ready." Pines infers 
that the teacher does not teach the child because she is not ready (31 :3). 
Pines goes on to define the role of the cognitive group: 
At the opposite pole, the "cognitive" group feels that by failing 
to take advantage of young children's real drive to know, the 
Establishment is wasting something very precious. Once past the 
sensitive period of their earliest years, children will never again 
learn with the same naturalness and ease. Teachers who prevent 
children from making the most of this period condemn large numbers 
of them to a downward spiral of failure. They condemn others to 
years of drudgery spent laboriously learning skills that might have 
come with ease at an earlier age, and that they might have been 
using to explore the world around them. Furthermore, happiness 
does not come from play alone (31 :3). 
LeShan argues that education has a commitment and that learning 
is not enough. 
Everything we know about human development and experience tells 
us that we are in serious trouble when we separate intellect from 
such emotional and social attributes as a capacity for warmth and 
compassion, imagination, a capacity for reflection, creativity, 
humor, and relatedness to others (27:29). 
The return to an over-evaluation of facts and specific subjects, teaching 
machines, the status-value of the objective examination, research on 
teaching reading to two-year-olds, team teaching in elementary schools 
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which places emphasis on the subject rather than the child, are all 
indicative of the seeming indifference to many important aspects of per-
sonality growth and development. 
LeShan speaks for many child development people when she 
says: 
I am against the accumulation and memorization of masses of facts 
and information--but I am for thinking and progress toward matura-
tion, knowledge, and insight. I am against any notion of setting 
an arbitrary time schedule for learning. . . . The sad and awful 
thing about our current pressures on children is that in spite of 
all the facts we feed them, so many of them are starving to death 
intellectually. Worry has taken the adventure out of exploration; 
rigid inflexible and unimaginative study programs have robbed 
learning of excitement; fear of failure has blocked a healthy 
vigorous questioning, an honest search for new answers; clever-
ness has been substituted for profundity (27:238). 
As reported by Rasmussen, LeShan further says that throughout 
history, education has focused almost entirely on cognitive skills and 
those people who have learned to think creatively have had to unlearn 
school methods. She described the kind of education advocated by 
Bereiter and Englemann as "anti-intellectual because they fight creative 
thinking. . . . To say as they do that the key to reading is to 'crack the 
code' has little to do with bringing judgment to reading" (33:556b). 
Le Shan said, in effect, that the "Establishment" has always 
been concerned with intellectual development, not just in terms of skills, 
but of curiousity, exploration, and adventure, and that educators need 
also to give children ways of accepting themselves and others, and 
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of handling a variety of feelings. Unless they can do this, they cannot 
profit from many kinds of skills. She describes today's crisis as one of 
responsibility and values and asks the question, "If you teach the Negro 
slum child to read at three, does that stop the white community from 
hating him?" (33 :556b). 
IX. REVOLUTION IN LEARNING 
Early childhood education is gaining stature in Washington State. 
The State Office of Public Instruction has prepared a thirty-page booklet, 
Administrative Guideline for Establishing and Examining Kindergarten, 
which includes the following discussion regarding the importance of the 
administrator: 
Bloom's work in Stability and Change in Human Characteristics 
has been suggested as the most significant piece of educational 
research in the past 10 years. A major finding in this research 
indicates that "general intelligence appears to develop as much 
from conception to age four as it does during the 14 years from 
age four to age eighteen. " Bloom's work points up the great 
importance for early education. His findings have already had 
practical results, as seen in the spread of Head Start, and new 
interest in nursery schools and kindergarten and a revival of con-
cern for primary education. His findings also support the argument 
that more money should be spent on the first three years of school-
ing rather than for either the upper elementary or high school years 
(2:29). 
If the child's intelligence grows as much during his first four 
years of life as it will grow in the next fourteen as they believe, then 
during this period of extra-rapid growth, the environment exerts its most 
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powerful effect. The cognitive psychologists tell us that children who 
are deprived of early intellectual stimulation will never reach the heights 
of which they might be capable. For the children of poverty, an unplanned 
intellectual diet in the early years brings almost certain disaster--
preordained failure in school and in adult life ( 12 , 31 , 16 , 2 0) . 
According to Kirk, an individual may have an I. Q. of 80 in a 
poor environment, but be capable of 120 with a good environment. The 
I. Q. score of 8 0 places a person barely above a moron level, while the 
top score makes a good education or skilled work possible. Bloom and 
more conservative psychologists base their studies on identical twins 
who were separated at birth. They conclude that the environment's 
influence was about 20 points of the I.Q., which Bloom points out could 
mean the difference between life in an institution or as a productive 
member of society (31:30). 
Bloom found a characteristic growth curve for each human trait. 
By the age of two and a half, the child has acquired half of his future 
height. Half of the male's aggressiveness is established by the time he 
is three. Half of a person's intelligence is formed by the age of four. 
By the time the child enters school at six, he has developed as much as 
two-thirds of the intelligence he will have at maturity. 
The first "law" that Bloom deduces from his evidence is that the 
environment will have maximum impact on a specific trait during 
that trait's period of most rapid growth and the loss of growth 
during the earliest period could never be fully made up (31 :31). 
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The new cognitive psychologists emphasize the eagerness with 
which children teach themselves skills when the environment is favorable. 
The youngest child feels a passionate urge to make sense of the world--
to find out its rules and logic. Toddlers and infants are the most original 
scientists, cleverest linguists, and most intellectually alert of all human 
beings, but unfortunately, adults often stifle these talents instead of 
developing them (26:85). 
If his educational achievements are so dependent upon the 
child's environment before the age of six, the home , not the school, 
emerges as the primary educational institution. Thus, researchers have 
begun to compare the "hidden curriculum" in various types of homes to 
determine the elements most important in the child's development. 
In Durkin's study of early readers, the home and the mother's 
role were the key to the child's success. She says: 
It became clear that early readers are not a special brand of 
children who can be readily identified and sorted by tests . 
Rather, it would seem, it is their mothers who play the key 
role in effecting the early achievement (9: 3 8) . 
The homes they provide, the example they show, the time they give to 
the children, their concepts of home life and of parent-child relationships 
appeared to be of singular importance to the early reading achievement 
described in Durkin's report (9:138). 
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Research today is far reaching and will greatly influence what 
happens to all young children in the future. Leeper comments on just 
such an interesting study by Goertzel: 
In the recent survey of "400 Famous People and How Their 
Childhood Affected Them, " it was found that none of them had an 
easy time in their home but that certain common elements were 
in the backgrounds of these leaders. As children, these famous 
people had more opportunity for traveling, for reading, for think-
ing, and for initiating and conducting original experiments. 
Many children do not have these opportunities at home; therefore, 
they need to have experiences provided under guidance to assist 
them in developing qualities of leadership and creativity. Such 
studies substantiate the value of and give direction to the 
content of desirable programs in early childhood education (26:85). 
Educators acquire understanding about the child 1 s first learning 
experiences from Piaget. Now seventy years old, the world-renown 
Swiss professor was generally ignored in the United States until an 
English translation of one of his major books appeared in 1952. His 
detailed work on children 1 s mental growth found interested readers and 
the Piaget boom was initiated in this country. At present parents are 
using Piaget-inspired experiments to see if their preschool child can 
"conserve," or understand that changes in shape do not affect quantity. 
As one writer puts it, "What Freud did for the emotions, Piaget did for 
the intellect" (31 :33). 
Harris describes the work of Piaget: 
Piaget has studied children 1 s mental growth by clinical inter-
rogation rather than by tests and growth curves. He concluded 
that there are four major stages of mental development: The first, 
up to age two, is primarily a sensorimotor stage, when the child 
comes to know that objects exist, even apart from his perception 
of them, and that these objects can be viewed from different 
perspectives. The next phase reaches from the development of 
language (age two) to age five or six. In this phase the child 
comes to represent objects and events by symbols, but he is 
essentially "preoperational" in that he seldom distinguishes 
between himself as agent and his goals as the effect of action. 
From five or six to ten or eleven, Piaget sees the child as 
acquiring the ability to carry out concrete operations. From 
eleven or twelve to fifteen or so, the child shifts from concrete 
operations to formal operations. Operations are defined as 
actions, overt or covert (as in thinking out a problem). These 
operations mentally transform data about the real world in terms 
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of functions, so that they can be used in the solution of problems. 
Piaget associates these operations with the formal operations of 
logic, such as class inclusion operations, serial ordering opera-
tions, and the like (14:3). 
Pines tells of attending a lecture by Piaget during an appearance 
in Philadelphia • 
. . . he [Piaget] began by describing some of the key stages of 
children's intellectual development. Then he said, "The first 
question which I am always asked in the United States is, can 
one accelerate these stages?" . . . . By way of reply Piaget 
pointed out that though all children must go through the sensori-
motor period before learning to speak, they learn to speak at 
various ages. The fact that stages occur in the same sequence 
does not imply that they must always occur at the same chrono-
logical age. Quite substantial differences can be seen, parti-
cularly in different social milieus. Therefore Piaget's answer to 
the American question is, One can accelerate these stages, but 
not indefinitely--and there is not much to be gained by doing it 
beyond a certain measure (31:41). 
For those who would develop children's intelligence to the 
utmost by special intervention during the earliest years in the name of 
Piaget, he appears to have disowned much of what was being done in 
his name. Piaget emphasized that he is a psychologist, not an educator. 
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Although he discouraged extreme attempts at accelerating children's 
intellectual development, he agreed that children in intellectually 
stimulating environments advanced more rapidly than others. His 
theories also explained why environments that restrict children's oppor-
tunities to explore, to test their own hypotheses, to have their questions 
answered and other questions raised, would retard their development. 
During a personal interview with Piaget, Pines asked him about 
Bruner' s statement that 11 any subject can be taught effectively in some 
intellectually honest form to any child at any stage of development. 11 
Piaget replied by saying: 
That statement has always filled me with the deepest wonderment. 
It would take a grown woman three years to learn the theory of 
relativity--how long would it take a two-year-old? There is an 
optimal speed of learning, at which learning is most effective, 
but this is still very poorly understood. The real problem for 
schools is not to decide what should be taught, but why--what 
learning is really for. Is the purpose to know a certain number 
of things, or is it to become capable of creating, or of inventing 
new things? (31 :43) 
Piaget directed Pines to see Bruner for a more optimistic view. 
Hunt, the author of Intelligence and Experience, states as one 
of his conclusions that it is reasonable to hope to find ways of raising 
the level of intellectual capacity in a majority of the population, and it 
is one of the major challenges of our time. Hunt believes that future 
generations of human beings can become far more intelligent, gaining 
perhaps an average of 30 I. Q. points, through better management of the 
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young child's environment. The crucial problem he considers to be 
finding the match--that is, the most stimulating circumstances for each 
child at his particular point of development. If it is too far ahead of his 
present development, he will withdraw or ignore it; anything too familiar, 
and he will have no need to modify his existing patterns of thought. 
Hunt says: 
The trick is to find circumstances with an "optimum of incongruity" 
--just a little beyond what the child has already stored in his 
brain. . . . My hunch is, we've never really tapped the potential 
of human beings. The early months and first couple of years are 
probably the most important, so the idea is to do this from birth 
on--to manage the child's life in a way that will maximize this 
"joie de vivre," and keep him interested as he goes along ••.. 
What I'm afraid of is that middle-class parents will use the new 
theories about intellectual development to keep up with the 
Joneses through their children--and withhold approval or affection 
unless the child performs. . . . This would leave the child feeling 
worthless, with a drive to achievement for fear of failure, instead 
of intrinsic interest. This is the real danger (31 :48). 
Intervention Programs 
In the late 1950's and early 1960's, researchers and programers 
turned their attention to the early years of development. There have been 
numerous experimental programs concerned solely with learning specific 
knowledge. In some groups, this type of "factual" learning is lauded as 
superior to the kind of knowledge that grows out of the experiences of 
children. These proponents of teaching the cognitive skills point out 
that such early acquisition is imperative because the materials taught 
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are the basic elements of what the child is expected to learn on entering 
a regular elementary school program. The people who hold this goal for 
children seem to be driven by some kind of frantic urgency. The aim of 
having the child acquire as much specific knowledge as possible in the 
shortest time becomes paramount, while the best interest of each child 
as unique individual with his own developing personality is neglected 
(26:49). 
One such pressure program is run by two young men at the 
University of Illinois. It has received much publicity, has been lauded 
as having produced more rapid change in culturally disadvantaged four-
and five-year-olds than any other technique, and has been most aptly 
described as the "Pressure-Cooker Approach." 
The fifteen children being studied are from a predominantly 
Negro school district with a median age of four years, six months. From 
the first day, the children were given an intensive, fast paced, highly 
structured program of instruction in basic language skills, reading, and 
arithmetic. Each of these three subjects is taught as a separate class, 
each with its own teacher. The children circulate in groups of five from 
class to class. Classes are fifteen minutes in length, expanding to 
twenty minutes as the children become better adjusted to the routine. 
The only other major educational activity was singing, where the special 
songs were written and employed to give additional practice in skills 
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being taught in the class . Two months after school beg an, the I. Q • 
average was 93. Seven months after school entry, the I.Q. rose to 
slightly above 100 (10:537). 
Pines visited this highly publicized school during her study to 
observe the system in operation. One chapter of her book describes her 
observations and interviews with staff personnel. She says, 
In effect, Carl Bereiter and Siegfried Engelmann are operating 
an intellectual pressure cooker for children from the slums. They 
have totally rejected the standard, play-oriented nursery school, 
and make no attempt to reproduce a middle-class environment for 
these youngsters. Instead, they concentrate fiercely on a few 
areas, and drill the children like marines for two hours a day (31:50). 
Bereiter explained, 
Our goal is to put these kids on an equal footing with more 
privileged kids when they enter school, .... It's not simply 
to produce improvement--any decently run preschool can do that. 
So we have to step up our pace. The middle-class child between 
four and five is learning, too, so these children have to learn a 
bit faster. 
We have virtually no free play--just the first ten minutes, 
and the singing, which is pretty structured. Free play is too 
time-consuming, and it is superfluous. "Group experience," 
"playing with their peers," are the least of these kids 1 needs. 
(31:54). 
Although Pines was obviously impressed with the cognitive 
approach to learning, the lessons she illustrates may leave something 
to be desired for many educators. For example, the teacher in the first 
class of four-year-olds was described as rather loud, forceful, but not 
unpleasant. 
"These are blocks, 11 she said, showing some blocks, but hardly 
pausing for breath. "These are blocks. Say it all together--
These are blocks. Now listen carefully. Are these blocks? 
Yes, these are blocks. What are these? Listen carefully. 
What are these?" A little Negro boy who had been listening as 
though hypnotized replied, "Blocks." "Give me the whole 
sentence, " admonished the teacher. "These are blocks. " 
(31:51). 
A teacher who had been with the project since its beginning 
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said that it was difficult to keep the class going at a pace so that they 
learn more quickly than they forget. "There is so little time--everything 
has to count. The singing, every activity, must be related to what 
you're trying to teach (31 :59). 
Pines describes an arithmetic class: 
Standing in front of a blackboard, their blonde teacher wrote, 
"l + 0 = 1," and translated it for them, pointing as she spoke: 
"Start out with one, get no more--get zero more. One plus zero 
equal one. Say it for me. 11 The children said it, then chanted 
in unison as she pointed to other equations on the board: "Two 
plus zero equal two, three plus zero equal three, four plus zero 
equal four ...• " (31:51). 
According to Pines, the children sang out with great relish, 
clapping their hands rhythmically. She comments: 
At first this seems only a noisy and rather unpleasant version 
of old-fashioned learning by rote. The children are steamrollered 
along, given no chance to slacken their pace or to withdraw from 
it all. Some of the newcomers seem bewildered. But the majority 
are very much with it, and they obviously enjoy the chance to make 
noise. It's an intensely physical kind of teaching. . . (31 :51). 
At the end of the arithmetic class the children were rewarded with hugs 
and with raisins "because you've all worked hard 11 (31 :52). 
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Pines comments that the ease with which the children can be 
taught, first to parrot rules and then to apply them, is somewhat 
frightening. A visiting English writer commented, "We'll have to be 
very careful whom we use as teachers--think what a totalitarian govern-
ment could do with this! 11 (31:52). 
In another classroom a middle-level section of the kindergarten 
was reading all together from a linguistic series. 
The title of the story is "Fat Nat. 11 "Pat fat Nat on the mat, 11 they 
read. Then they took turns doing one line each: "Fat Nat is on a 
mat. 11 "Pat Nat." (31:58). 
Pines describes the reading matter as even duller, though she considers 
it more logical, than Dick and Jane. The children read haltingly and, 
for the first time in this program, do not shout. The teacher says they 
were reading about mid-first-grade level, although she indicated the 
staff was not entirely satisfied with the books but "there is so little to 
choose from" (31:58). 
Engelmann takes over a math class of two boys and two girls. 
On the blackboard he wrote 8 + 3 = ? The children begin to shout: 
"Eight plus zero equal eight, eight plus one equal nine, eight plus 
two equal ten, eight plus three equal eleven! 11 (31:56). 
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 
In another group but in the same room, adding to the noise, 
six children face another board and also yell replies to their 
teacher's questions. They shout out the days of the week and 
the seasons, stressing the key prepositions. "Spring is after 
winter. 11 "Summer is after Spring. 11 "Is fall before summer? 11 
asks the teacher. "No, 11 the children shout (31:57). 
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Facing a multiplication chart that had been placed beneath the 
blackboard, the math group worked on fractions. 
Englemann has written the equation 7 /1 = b on the board. "What 
fraction does seven equal?" Pointing to the multiplication chart, 
one child proves that seven equals seven divided by one. 
Engelmann then asks, "How can you turn seven into one?" and 
guides them, writing 7/7 = 1. "Can you prove it?" he asks 
again. The class begins to chant in unison. "One over one 
equals one, two over two equal one, three over three equal 
one"--and having reached "seven over seven equal one," they 
are so full of revival spirit that they won't stop. Shouting 
louder and louder, having a rollicking time, they go on to 
"twenty over twenty" (31 :58-59). 
Pines comments: 
Two hours of teaching like this require enormous endurance. 
It puts everyone--particularly the teachers--through the wringer. 
The noise assails one, the questions keep coming. There is so 
much activity that no one has time to be bored (31 :59). 
But it is not a system for the fainthearted, nor for those with 
weak vocal chords (31:50). 
Another study is being carried on by Merle Karnes, Project 
Director, at the University of Illinois supported by funds from the United 
States Office of Education, Bureau of Research. This was another effort 
to promote intellectual functioning for disadvantaged preschool children. 
Two groups were involved, each having fifteen children and three teachers. 
One intervention program provided a traditional nursery school 
experience which worked in conventional ways to improve the personal, 
social, and motor development of the children. 
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A high degree of structure characterized the experimental pro-
gram, which was divided into twenty-minute structured learning periods 
devoted to math concepts, language arts and reading readiness, and 
social studies/science. No use was made of outdoor play equipment 
or traditional preschool toys such as dolls, trucks, etc. 
Multiple copies of inexpensive books were the most important 
instructional materials in the reading readiness curriculum. This highly 
structured program gave major emphasis to language development through-
out the day. 
The conclusion: The very real progress made by the children in 
the traditional program must be viewed against the superior per-
formance of the children in the experimental program. The 
effectiveness of directly teaching specific content as well as 
school readiness skills is illustrated by the Frostig scores and 
especially by the number readiness test of the Metropolitan 
Readiness Test (22 :675). 
Atkinson describes the tole of the computer in areas of early 
learning. The Stanford Project was developed to determine the feasibility 
of teaching initial reading under computer control in a school setting. 
The system was designed to present instructional materials to sixteen 
children simultaneously, allowing each child to work on a different set 
of materials. The reading and curriculum is arranged so that a child can 
progress at his own pace, branching to his particular competencies. 
The system thus allows for tremendous individual differences. The 
results suggest that sex differences are minimized. 
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This year all of the first grade pupils at Brentwood spent thirty 
minutes per day on the computer reading curriculum. By January, 1968, 
when Atkinson wrote up his report, 70 per cent of the children had sur-
passed the median number of lessons the previous year's class had com-
pleted during the entire year. Atkinson expected that the results obtained 
in June would far surpass the previous year's results. He reported that 
the children looked forward to their sessions with the computer and seemed 
to view it as a friend (1:464-470). 
Austin reports that approximately one-fourth of the school systems 
maintaining kindergartens offer instruction in reading at that level. Half 
of these systems offered the instruction for selected small groups of 
children, but one-third of these systems taught reading to all of the 
children in the class. They felt young children would have an academic 
advantage in later grades (26:173). 
An investigation by Gabler of two types of kindergarten curricula, 
the sub-first-grade and the informal, involved eight groups of kindergarten 
children representative of the middle socio-economic level, implied that 
both programs were equally effective in terms of reading readiness 
achievement. The question is raised whether the money spent on work-
books could be of more educational benefit from a wider variety of learning 
activities in all areas rather than devoting so much time to workbooks and 
teacher-made exercises in the reading readiness area; and whether children 
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could benefit from learning activities which are more in keeping with 
what is known about child growth and development (10 :5 3 7) . 
The Denver Study is a five-year research project focused upon 
making a comparison of the effectiveness of beginning reading instruction 
in the kindergarten with beginning reading instruction in the first grade. 
When compared to many other research reports, the Denver Project is a 
monumental study in scope, duration, and number of subjects. Directed 
by Paul McKee and Joseph Brzeinski, the project began in 1960 when the 
subject children were in kindergarten, culminating with the final report 
of 1966. The report offered extensive analyses of the achievements of 
children through grade five (26:174; 30:576). 
Activities followed in the experimental kindergartens included 
the following: using only context, listening for beginning consonant 
sound, distinguishing letter forms, using context and the beginning letter, 
and using context and the strange printed word. Many of the activities 
are included in an informal manner in kindergartens. In the experimental 
program, additional instruction was added, including the reading of pre-
primers. The researchers reached the following conclusions: 
Beginning reading skills can be taught quite effectively to large 
numbers of typical kindergarten pupils. . . . The permanence of 
gains made as a result of being taught beginning reading in the 
kindergarten depended upon subsequent instruction; that reading 
comprehension and reading vocabulary were high among the experi-
mental group; that this group read faster; that the earlier reading 
influenced achievement in other areas where success depended 
upon reading proficiency; that all groups in the study profited 
by the experiment by increasing their independent reading; 
that the experimental instruction both during kindergarten and 
in the later grades proved to be more effective than the regular 
reading program used beforehand; that the early reading program 
presented no blocks, physical or emotional, to later reading; 
and that through educational innovation a large urban public 
school system can significantly upgrade reading achievement 
(26:174). 
The report further comments: 
On a very practical level, the awareness of what is possible--
that some children may come to school reading and that others 
can be taught early--should lead every kindergarten teacher to 
differentiate her instruction so that each child may fully develop 
his aptitudes. . . . Obviously no single kindergarten curriculum 
is suitable for all pupils (26:17 4). 
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Leeper points out that the latter comments seem to be contra-
dietary to some of the conclusions of the report: The comment that no 
single curriculum is suitable for all even though the report concluded 
that reading can be taught to a large number of typical kindergarten 
children (26:175). 
Personke (30:5 76) notes that the report refers to the importance 
of individual differences which require special attention. The program 
recognized that early gains cannot be maintained if no further adjustments 
were made in the program to keep pace with growth and learning rates. 
He, as well as some others, has commented on weaknesses in the 
research design. He was not convinced that the "long-range" effects 
have yet been measured. Personke reaches some conclusions upon 
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carefully examining the tables comparing the reading achievements of the 
several groups at different age levels which reveals a distinct trend: 
Initial gains measured in the first grade increase by third 
grade. Very significant gains are also apparent in grade five, 
but the size _Qf the difference has diminished. This trend appears 
in all comparisons where significant differences appeared. These 
results are consonant with those reported by Anderson in a study 
of Scottish and American reading achievement. In that study, 
initial gains by Scottish children, apparently related to an early 
start in reading, began to be lost by the sixth grade and had 
essentially disappeared by ninth grade. In one case, comparative 
reading comprehension scores reversed themselves during the 
period between sixth and ninth grade. The obvious question, of 
course, is whether the same conditions might exist among the 
Denver children had the study continued for two or three more 
years (30:576). 
Personke raises some interesting questions about what the pro-
gram should be if the gains are really lost. How could the extra time 
spent in reading instruction have been used to better advantage. The 
most important item to him was the point that the investigators in the 
project reported that " .•. the experimental beginning reading activities 
had neither a negative or positive effect on the number of children 
experiencing specific reading disabilities ... " (30:578). Personke adds: 
Since only a small percentage of reading disabilities might be 
the result of anything other than school-related causes, any 
program which does nothing to eliminate these disabilities may 
not be worth the effort and expense to warrant change. Rather, 
educators should again turn their attentions and efforts to 
seeking ways to eliminate the concept of the "remedial reader" 
(30:578). 
Personke suspects the Denver Project was another attempt to 
mold the child to the program. He feels no responsible reading spe·cialist 
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would deny that some children can learn to read in kindergarten, while 
some other children may not be ready to read until the second grade. 
Only a reading program adjusted to the individual child, one 
which prevents reading disability and is not merely neutral on 
this point, should warrant the serious attention of educators 
at all levels. Individual mediocrity is still mediocrity, no 
matter what the "mean reading achievement" of the group. . . . 
A flexible kindergarten pattern is required which permits each 
pupil to achieve at his own rate. The Denver Reading Project 
does not seem to be the answer (30:5 78). 
X. CHILD DEVELOPMENT--A POINT OF VIEW 
The child development people recognize the contribution of 
science and technology which are constantly adding to the knowledge of 
the learning process and to the materials and devices provided for 
children. They feel this is good, but it must be used judiciously; if we 
decide they are practical and good for the child, we should use them 
extensively. But, as Prescott warns: 
Let us not throw out all existent knowledge of the innate blueprint 
of body and behavioral unfoldment as the essential provider of the 
organic basis for learning. Nor do we dare in the present dis-
organized condition of society, to deal with our children with 
frenzied demands that they learn without respite and fun in the 
face of the obvious evidence of increasing emotional maladjustment 
among them. We could not make a worse mistake than to disregard 
mental health for the sake of supposed intellectual growth (32:568). 
However, it would be sheer stupidity if we disregard the growing scientific 
knowledge about the multitude of factors that influence learning, about the 
many kinds of learning, and of the knowledge essential for survival in 
today's world. We must learn to weigh and choose what is "right and 
appropriate" for the "needs" of the child (32:568). 
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"Child development" is a philosophy or way of looking at 
children that takes into consideration the unique person he is at that 
moment or his point of development. In speaking of the child develop-
ment point of view, Lambert says, "Adults adhering to the child-
development point of view believe that each child is a unique being, 
with his own rate of growth and his own personality pattern" (24:40). 
Teachers holding to this philosophy are suspicious of "absolutes" 
where children are concerned. They do not, however, favor license. 
Rather, they are sensitive to the relationship of growth to maturity, taking 
their point of departure from the child's nature and needs. They realize 
that effective guidance of children "demands an active use of intelligence 
to understand the laws and the mechanisms of the growth process"(24:40). 
Lambert explains that the child-development philosophy takes 
into consideration the fact that all kinds of growth--physical, intellectual, 
social, and emotional--do not occur in sharply defined stages or "periods." 
Although the definition of developmental means always forward to maturity, 
development is a gradual transition from one period to another with consi-
derable overlapping from one growth phase to the next. This development 
does not occur at the same rate for all children. Lambert gives the 
example of the seven-year-old who will differ in many characteristics 
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from five-year-olds; yet a given five-year-old may have an intelligence 
level equal to that of the "average" seven-year-old. Conversely, a 
given seven-year-old may exhibit no more social understanding than the 
typical five-year-old. Nor are children--or adults--equally mature in all 
areas at a given time. Research and observation show that children 
exhibit every conceivable combination and variation in their growth 
patterns (24 :42). 
Lambert points out the uniqueness of development for each child: 
Some grow faster physically and intellectually; others mature 
more rapidly socially and emotionally. The pattern differs with 
each child. In addition, growth is cumulative; what happens at 
each stage of development influences what follows. . . . The 
developmental point of view does not advocate unrestrained free-
dom. . . . It recognizes the relation of growth to maturity and 
recognizes that the child is constantly changing and responsive 
rather than fixed in his behavior patterns. . . . the developmental 
point of view asserts that a child who is functioning at the highest 
level of which he is capable is developing satisfactorily. This 
means "functioning" in every area of growth--physical, social, 
emotional, and intellectual. A child so functioning is a successful 
child, whether or not he is achieving as much as other members of 
his age or grade group. Each child's performance should be 
measured only in terms of his own past accomplishments. It should 
not be measured by the yardstick applied to the child of the same 
age who lives next door or sits next to him at school (24:44-45). 
Ilg expresses concern for the child in his own individual right 
to grow as a "whole child," his own total development. Her research in 
child development began in 1911 and is continuing at the present time. 
She says that neither the approach which emphasizes the demands of the 
child or the demands of the environments are sufficient. The third factor 
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of the growth stage and capacity of the individual child is an important 
ingredient. Ilg explains: 
It is the meshing of these three factors--first, the child at 
a certain age or level of growth; second, the child as a unique 
individual; and lastly, the child living in a certain environment--
which any educator must keep in mind in order to be successful •• 
The need for accommodation of the environment to both age and 
individual differences becomes evident from the moment of a child's 
birth. . . • Idea or theory can never be substituted for the reality 
of the lived experience. It is the lived experience between the child 
and his parents, the child and his teacher, the child and his friend, 
(and also his sibling}, the child and his dog, the child and himself 
that becomes important (20:5). 
The cognitive people are so imbued with the compelling urgency 
to teach "facts" that they look upon play as a waste of time. Child 
development people, on the other hand, look upon play as an extremely 
important learning period in the child's life. Frank explains how "learning" 
occurs from the child's play experiences: 
During the first five or six years of his life, the child is 
expected to learn to cope with the world, natural and human. 
He explores and manipulates and thus cumulatively learns about 
what and how. • . and, also in these explorations he discovers 
himself. He endlessly rehearses, primarily by direct contact 
with the world, ·his gradually enlarging awareness, his patterned 
perceptions, and his growing repertory of skills. He also learns 
the names and meanings of what he encounters, not only by being 
told in words but by making these words personally meaningful 
through his actual contacts and manipulations. With his sensory 
capacities, the child learns not only to look but to see, not only 
to hear but to listen, not only to teach but to feel and grasp what 
he handles. He tastes whatever he can get into his mouth and he 
begins to smell what he encounters. No program of teaching and 
adult instruction could adequately provide for his own personal 
observations, activities, and direct knowing. But he can and will, 
if not handicapped, impaired, or blocked, master these many 
experiences through continual play, as we call this seemingly 
nonpurposeful activity which is actually the most intensive and 
fruitful learning in his whole life cycle (11 :434). 
Snyder expresses concern for the child who is being pushed 
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faster and faster. Many people describe today's five-year-old as being 
so different now from the child of a generation ago. They appear to be 
older as they chatter about jets, power steering, rockets, space ships, 
or orbiting the moon. Snyder considers the differences to be only super-
ficial, explaining that this is the vocabulary of today's environment. 
Had the· children lived fifty years ago on a farm, they would have been 
talking about harvesting, shearing, silos, and fertilizers. In the Forward 
of the book Kindergarten, A Year of Learning, by Rudolph and Cohen, 
Snyder describes today's child: 
Our child's potential--physical, emotional, and mental--has 
not changed. . • . His potential is somewhat better realized. 
But it is still the potential of a five-year-old, not that of an eight 
or even a six-year-old. This we must not forget (34:iii). 
Snyder says this warning is needed as we watch "with increasing 
alarm" the tendency for kindergarten to take on the character of the first 
grade. Some people view the kindergarten as a means of pushing the 
child ahead more quickly, enabling him to get through school more 
quickly, get into college more quickly, get a job more quickly, "And 
the way to the goal is reading" (34:iii). 
Snyder explains the point of view of the teacher considering 
the "whole" child as she continues: 
We wonder how we can explain that we too want to make 
sure that the enormous capacity for learning during the first six 
years of life is realized as nearly as possible. But we also want 
to make clear that in spite of his complex vocabulary the kinder-
gartner' s bodily proportions are no different from those of the 
five-year-old of generations ago. Neither is his eye focus, his 
appetite, his curiosity, his willfulness, his need for play and 
rest, his affection, and most of all, his way of learning (34:iii). 
Dr. Kenneth Zike, head of the Department of Pediatrics at 
Harbor: General Hospital in Los Angeles, reported in Today's Child 
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(September, 1964) that only 25 per cent of all kindergarten children are 
neurologically ready for reading instruction. He stated: 
The eye may be ready to receive the visual image, but for more 
than 75 per cent of the children, the neurological system has not 
reached the maturity needed to make the connections between 
what they see and what they understand (27:10 8) • 
Today's Child (September, 19 65) reported a speech given in 
St. Paul, Minnesota, at the sixty-fifty annual meeting of the Minnesota 
Optometric Association by Professor Louis Jacques, formerly of the Uni-
versity of Southern California. Speaking from an optometrist's point of 
view, he warned that early reading instruction is injurious to young 
children 1 s eyes. He held that reading instruction should not be started 
before the age of seven. 
The young child generally has to hold printed matter very close 
to his eyes and he literally "grits 11 his eyes. As a result, his 
eyeballs form in such a way that he loses his natural preparation 
to see far. This can permanently damage his eyes. . . . Experi-
ments have shown that children who learn to read at eight get to 
college as soon or sometimes sooner than those who started at 
four (27:108). 
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Also reported in Today's Child (December, 1966), was a speech 
given at a teacher's meeting in New Jersey by Dr. Helen Heffernan, 
chief of elementary education in the California State Department of Educa-
tion, in which she said: 
We have a mountain of evidence to prove that a perfectly "normal" 
child cannot learn to read until he is about six-and-a-half years 
old. Any attempt to drive him may result in some evidence of 
reading, but at an excessive cost in physiological and psycholo-
gical damage and at great risk of impairing his interest in reading 
(27:108). 
Spodek describes the young child as being able to learn, wanting 
to learn, and needing little incentive to learn 
..• when the modes of learning provided to them are consistent 
with their own wishes for exploration and needs for movement, 
and when the activities that are designed for them by the teacher 
are tailored to their needs, their behavior patterns, and their 
developmental levels. . . (38: 12). 
However, he says that a program that looks at the learning deficits of 
children and then designs a program unrelated to his mode of learning 
and activity can expect to have a motivational problem, so much so that 
there may be the need for the cookie reward and mild physical punishment 
such as isolation in a dimly lit closet, as has been described in some of 
the pressure programs. He says, "It may be that the motivational prob-
lems found in this kind of program are less a function of the children than 
of the activities proposed" (38:12). 
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In considering the whole child, there are many things which the 
child development people feel are important to develop, but which they 
are unable to measure. "The cognitive people desperately teaching facts 
in a race against the clock can mass a very imposing pile of statistics," 
comments Hymes (19:117). We can use tests to tell us if the child can 
recognize the numeral 2 or distinguish a triangle from a rectangle, but, 
he continues, 
... these tests are no help in telling us whether or not the 
youngster has been made more dependent in the process, whether 
he has been made more competitive ..• more conforming or insincere 
•.. whether he sees himself as more stupid or brilliant or unimpor-
tant. . . • We know whether or not he can give the right answer, 
but we have no objective evaluative techniques for revealing whether 
or not the right answer has made him a better person, better able to 
live with himself and better for all the rest of us to live with. The 
devotion to objective evaluative techniques makes us confuse the 
measurable with the meaningful (19: 117). 
McNasser is more outspoken than many mild-mannered child 
development people as he describes the problems the child is facing in 
our new era of intense pressures. "Frantic is a harsh word to describe 
this nation 1 s effort in education and child-rearing, but no other word is 
more suitable. " He says the word means "to move wildly, in a frenzied 
fashion" which he describes as a bit of madness, bewilderment, severe 
mental agitation, and an urgency to ward off impending disaster. He 
considers it to be "incredible and almost impossible" that parents and 
educators alike could have become so hysterical about achievement and 
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competition that they have "forgotten the prescriptions for mental health 
in the growing years which were so painstakingly learned in half a 
century" (28:148). 
McNasser describes the sense of urgency that pervades educa-
tion as having reached ridiculous proportions. Pressures on children to 
achieve more than they do or can do or should do are unremitting both at 
school and in the home and community. 
There is no place today for a child who underachieves in anything, 
no place for slowness of response, no room for gradualism in 
human development and individuality in learning. . • . The current 
argument is that the knowledge explosion produces a chain reaction 
that can result only in greater speed and pressure. If the situation 
is causing a rise in incidence of somatic tension and ulcers in 
children and youth as claimed by Dr. Wessel (of the Yale University 
School of Medicine) and Dr. McGuigan (director of School Health 
Services in Evanston and Professor of Pediatrics at Northwestern 
University Medical School), no matter about that. Tranquilizers 
will take care of it when they are young, stronger drugs will help 
them forget when they reach college. And if we are going to make 
progress in the quantity and quality of education quickly, if in 
this new age we are going to make war on ignorance and backward-
ness, we seem quite willing to accept the heavy casualties of 
making war (28:148). 
McNasser describes the work of the physician, Herbert Hendin, 
who investigated suicide in Scandinavia over a period of years. He 
comments on the fact that it is curious that Sweden and Denmark have 
suicide rates which are among the highest in the world, while the rating 
of their neighbor, Norway, is among the lowest. Studies of the culture 
in Sweden and Denmark, the two high suicide rate countries, show they 
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place great emphasis in rigid conformity, strong emotional dependence 
on adults of their environment, discipline through instilling guilt about 
letting the parents down, and a high level of performance pressure set by 
society. In Sweden the child is pushed to get an early start, to excel, 
to compete, to acquire goods. Mothers are extremely anxious to get the 
child started very young. In Denmark the child is taught to avoid standing 
out or showing too much individuality. 
In Norway, with one of the lowest suicide rates in the world, 
the situation is just the reverse. The child has more freedom to grow up 
gradually and to develop individually. There is less emphasis upon com-
petition and on social or intellectual conformity. The child is encouraged 
to find his way and become independent. Parents do not prescribe what 
he is to become. McNasser says, 
The lesson is appropriate in the context of the frantic pace, despite 
the factor of national differences in culture and temperament. . . . 
This is the kind of prescription being written for many children in 
America (28:154). 
Stone and Church call our attention to another aspect of undue 
pressure on the young child: 
Some children try hard to measure up to their parents 1 
expectations, but the very effort that goes into trying produces 
anxiety that interferes with learning (38:362). 
McNasser refers not only to underachievers but to overachievers 
as well in describing the generation of children now growing up in the 
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high-pressure situations where they are left feeling that they don't 
measure up, that somewhere they are failing and they don't know how 
or shy. Children and youth cannot become truly imaginative, affection-
ate, and creative if they feel under pressure to be in a desperate hurry 
to compete for the best jobs, the top honors, the best grades, the good 
colleges, etc. McNasser emphasizes: 
A rich imagination and creative impulses are not produced in 
humans the way we create space vehicles and cars. Children need 
periods of incubation, time to turn to an inner world of long thoughts, 
opportunities to become deeply involved with an idea or interest. 
Sometimes they need to hear themselves over the din of the noises 
in the competition market (28:154). 
XI. NATURE OF READINESS 
At the kindergarten level one finds pressure being exerted by 
parents who have become aware of other schools where the kindergarten 
children are learning to read. Hymes refers to this as the "dribble-down 
disease,;" and explains: 
High schools have long paid a price because they must get their 
youngsters ready for college. The junior high school feels it has 
to get the boys and girls ready for high school. Developmental 
theory describes an upward moving process. . . . Incorrect 
educational practice is the reverse, a downward-moving process. 
Tomorrow's schooling shapes today's. A recent comic strip wasn't 
very comical when it pictured a five-year-old, not feeling well, 
who didn't dare stay home from kindergarten: "I don't want to miss 
getting into the college of my choice" (19: 14) . 
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Le Shan tells of the father she met on a social occasion. She 
was shocked when he told her he did not have any pictures of his children 
in his wallet, but that he did carry their report cards around with him! 
She also tells of a mother who called at a nursery school to make arrange-
ments to enroll her child. The mother was told that she had to apply a 
year in advance and have her child tested for admission. The admission 
process in many nursery schools is now at least as complex as getting 
into college. Parents and children are interviewed and observed, I. Q. 
tests are administered, clinical reports evaluating the child's personality 
are sometimes required. Another mother who called a nursery school to 
inquire about enrollment for her three-year-old was told, "We only accept 
applications from children with college potential" (27:14). 
LeShan reports several incidents which have occurred at the 
nursery school where she is a consulting psychologist: 
On the first day of school in the fall, two parents brought in 
psychological test reports on their four-year-old children. The 
tests "proved" that according to their "mental age" the children 
should really be in the second grade. These mothers hoped we 
would try to provide "an enriched program" so that their children 
might be permitted to at least skip kindergarten the following year. 
One of these children was still wetting her bed every night; the 
other spent the first three months at nursery school learning that 
biting was not a satisfactory method for getting your own way 
(27:93). 
LeShan reported that every year, as they come to register their 
three-year-olds, more parents ask if the nursery school has a reading-
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readiness program. One mother told them she just couldn't stand it when 
her son was not doing anything. She said she was concerned because her 
child had too little drive and ambition and would not do well in school 
because he spent too much time "making believe." The child was four 
years old. 
Obviously if this "dribble-down-disease" has affected nursery 
school to this extent, we can understand the push at the kindergarten 
level. It certainly appears to necessitate better communication between 
parents and the teacher so that the parents understand the kindergarten 
program and the "why" of it. Headley states, 
As part of her responsibility today, the kindergarten teacher is 
faced with the challenge of helping the public appreciate that the 
educational pressures of our complex society are at times in con-
flict with what is known about the developmental needs of young 
children (16:51). 
Speaking of this downward pressure, Smith says: 
At the present time some people are urgint that reading be taught 
to two-, three-, and four-year-olds, a practice long since 
abandoned in American schools. With the present pressures to 
raise all phases of American life to higher levels of achievement, 
it is perhaps a natural corollary that some educators are turning 
their attention to the teaching of reading at earlier levels. Those 
who advocate the formal teaching of reading to young children are 
disregarding many theories in regard to reading readiness which 
have been so carefully built up in the past. Such practices call 
for careful evaluation. In making this evaluation two main cate-
gories of children should be considered: (1) those who are reading 
of their own accord and learn to read informally at home, and (2) 
those who are given systematic instruction at the initiative of an 
adult who wished to hasten them along their educational way. 
Each of these categories requires separate evaluation (36:449). 
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In a report in Today's Child (March, 1966), Professor Nila 
Banton Smith, of Glassboro State College, New Jersey, speaking in Ann 
Arbor at a Michigan Education Conference, said that one out of every 
fifty children is ready to read in kindergarten or is already reading, but 
that this does not mean that the other forty-nine are ready. She asks, 
"When will we learn to respect individual differences?" and continues, 
"Any mass movement to teach anything to children at a certain age is con-
trary to modern educational philosophy, psychology, and research. " She 
further stated that when some children want to learn to read at an early 
age, there is no reason not to encourage this. In others, "ripeness for 
reading" may not develop until seven or even older. "The bulk of the 
evidence that we have at present indicates that pressuring these children 
to read before the organism is ready is of no advantage in the long fun and 
that it may have harmful effects" (27:109). 
Smith feels that the original concept of "reading readiness" was 
a sound one, but over the years it has been misused and interpreted too 
narrowly. In explaining her attitude, she describes some developmental 
stages in reading. Many people narrowly consider "reading readiness" 
as some mysterious thing that suddenly bursts forth as if by magic at the 
age of six or six-and-a-half. Getting ready to read is a developmental 
process that is taking place throughout the early years. It doesn't just 
happen because he reaches a certain age of his life. Smith says: 
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Reading growth begins when the child speaks his first work; 
it proceeds as he sits in mother's lap watching the pictures and 
printed page as she reads; as he watches a large characteristically 
formed word when it appears nightly in a television ad; as he finds 
his name on packages under the Christmas tree. Thus, maturation 
in the use of the reading process develops gradually all through 
the early years and it differs widely from child to child. We should 
begin to think about developmental stages in reading rather than 
to concentrate attention on just one point which we now consider 
as the time at which "reading readiness" appears (36:454). 
---
Children are capable of learning and growing intellectually long 
before they can read from books if they have been blessed with daily 
stimulation and affection in their early environment. The common con-
ception of learning assumes that learning begins with books, and there-
fore with reading. However, ideas are developed from films, discussions, 
smelling, tasting, feeling, exploring, making mistakes, re-testing, 
experimentation, discovery, filmstrips, excursions, or first hand obs er-
vations, as well as books. Rudolph and Cohen describe this as "natural 
learning": 
Natural learning is experience. It is this relationship between 
"natural" learning and "book" learning that makes the kindergarten 
experience so valuable for later school learning. Experience is the 
underpinning of symbolic learning, which is what reading is (34:6). 
Using the simple word "dog," Rudolph and Cohen illustrate how 
the experience background of the child may affect his interpretation of the 
written symbol: 
If you saw the word dog on a billboard . . . you would recognize 
this particular group of letters and you could interpret it because 
that particular four-legged creature is commonplace enough in most 
people's lives. But suppose you had been bitten by a dog. Would 
you recognize the word faster or be reluctant to recognize it at 
all? Suppose your family made their living through kennels; 
would dog mean hated chores or quick response to variety in 
breed and temperament? Suppose mutt was the word you ascribed 
to the animal, and dog meant a frankfurther or referred to putting 
on airs. Read lemt, fevu, taw, ske, pildin, brunsil, nart. You 
can read them easily but can you understand what they mean? 
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It happens that they mean nothing because they have never been 
used to apply to any aspect of human experience. The symbol 
without the experiential foundation is meaningless. This means 
that for children the learning of symbols without enough general 
background of experience to comprehend what the symbols stand 
for is so much wasted effort. Reading is the recognition and 
interpretation of written symbols. The written symbols are in turn 
symbols for the spoken word, and a word is a symbol for a thing, 
an action, or an idea--something experienced, felt, known. The 
combination of understood experience and expressed reaction 
(verbal or nonverbal) is indispensable if any child is to relate one 
symbol (the spoken word) to another symbol (the written word) and 
know that behind it all there is the real thing (34:8). 
During his early years of life a child acquires some other 
qualities less observable but none the less invaluable to the young 
beginner. Gans (12 :20) calls these "cornerstones for success in early 
reading." She considers these four to be the most essential: 
1. An eagerness to be independent rather than spoon-fed and coddled; 
2. An unquenchable zest to explore the new in the big, widening 
world about him; 
3. The courage to try himself out at new skills and to take success 
and some defeats; 
4. The enjoyment of being with others and learning from them. 
Smith reminds us, "the child learns to listen before he learns to 
speak .... growth in capacity to listen is just as important to the child 1 s 
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future success and welfare as the other language arts with which they 
are more concerned" (36:56). 
Strickland (39 :119) lists the stages in listening development as 
follows: 
1. Little conscious listening except as the child is directly and 
personally concerned with what is being presented. 
2. Easily distracted by people and things in the environment. 
3. Half listening while holding fast to own ideas and waiting to 
insert them at the first opportunity. 
4. Listening passively with apparent absorption but little or no 
reaction. 
5. Listening, forming associations, and responding with items 
from his own experience rather than reacting to what is 
presented. 
6. Listening and expressing some reaction through questions or 
comments. 
7. Listening with evidence of genuine mental and emotional 
participation. 
8. Listening with real meeting of minds. 
Some authorities attribute the cause of reading disability to 
poor listening ability in many cases. The attention span of the immature 
child is short and on the average immature or retarded children are poor 
listeners. 
Leeper suggests it is important to examine the proposals for 
early reading and the effects on children. She refers to Doman' s plan 
for parents to use in teaching their baby to read which grew out of his 
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work with brain-injured children, saying, "In recommending that the age 
of two years is the best time to begin and that any parent willing to go 
to a 'little trouble' can achieve results, Doman overlooks individual 
differences in both babies and parents " (26:174) . 
Smith gives encouragement to parents desiring to help their pre-
school child. With the advice goes constructive suggestions on what not 
to do and the possible consequences of pushing. She recommends that 
the child who is asking questions and "wanting to know" should be given 
any help he desires. However, the child who is forced into the reading 
program because the parent is anxious for him to read is something else. 
One such case appeared in her reading clinic as a child of twelve. Smith 
described John as a healthy, intelligent, emotionally stable boy who 
could read just three words: the, a, and boy. John's family had been living 
in Florida when he was four and a half. His mother was told that children 
in New York, where they expected to move shortly, entered first grade at 
five and unless John were taught to read, he would be behind the others 
when they moved to New York. His mother hired a tutor to help him in the 
afternoons and she herself worked with him in the evening. John showed 
no interest, didn't learn, and became sulky, pouty, and stubborn. Finally 
he began to scream when anyone started to work with him and he threw the 
book at the tutor. A year-and-a-half later, he began attending school in 
New York and behaved the same way when the teacher tried to teach him to 
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read. Smith says that John wound up at a remedial reading clinic, 
probably largely because he had formal reading instruction forced upon 
him before he had reached that stage of total maturation at which he could 
work readily with reading symbols (36:530). 
Smith maintains that young children, in kindergarten, who want 
to read and are ready to read should be given the help they request. 
This procedure is quite different, however, from introducing formal reading 
instruction to all kindergarten children. Smith reports that between 1915 
and 1935, investigators found that from 20 to 24 per cent of first grade 
children were failing because of inability to read. If such large numbers 
of chaildren failed when taught reading at the age of six years, she 
questions, what would happen if formal reading were taught to all kinder-
garten pupils today (26:176). 
Smith has identified certain misconceptions, as adapted below, 
which are held by those who advocate formal reading instruction for young 
children (26:176): 
1. They seem to consider reading as a growth separate and apart 
from all other growth, a phase of learning that can be worked 
on whenever the adult is ready. They overlook the fact that 
reading is an integral part of the total growth and development 
of the child . 
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2 . They seem to hold an oversimplified concept of the reading 
process, thinking that when a child can pronounce a printed 
word he is reading. They forget that pronouncing words is 
not reading. There are important meanings to be gained from 
the words. 
3. They seem to believe that all children are alike, disregarding 
individual differences. Some threes, some fours, and some 
fives can learn to read, but not all of them can. There are 
differences in ability as well as home environment and experi-
ences--all of which influence a child's readiness for reading. 
Crucial to all education is the acquisition of language and 
communication skills. Leeper expressed the thinking of the child develop-
ment people who are equally concerned about the child's language skills: 
Language not only is a symbolic representation of objectives 
and ideas, it also is a means of expressing feeling and thoughts 
including facial expression and gestures. Piaget early believed 
that thought precedes language but that as language competency 
develops language directs thinking. The earliest and most frequent 
use of language by the very young child is essentially emotional in 
nature and is used to express his desires and feelings. The use of 
words and symbols for objects or events comes later. Thus, it 
would appear that teaching letters of the alphabet, parts of words 
representing sounds and sound combinations, and written symbols 
before meaningful experiences which result in feelings and thoughts 
on the part of the child, would not be the most efficient way of pro-
moting language success (26:50). 
Although great concern is felt by the child development people, 
their voices are raised in 9entle and quite protests compared to the clamor 
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of the new "specialists" (12; 16; 20; 26; 34; 36). They find no quarrel 
with the belief that education needs changes and improvement. Their 
concern is for the way it is being done and the effect on the child. They 
ask "Should we?" and "Why?" in the evaluation of the new approach. 
Rather than being against improvement as some of the new specialists 
would indicate, these people have worked with children for enough years 
that they are aware of the effects of pressure on the young child. This is 
a question for all educators to consider gravely when we are aware of the 
mounting rate of child suicides, and the number of children in our country 
with mental and emotional disturbances. What happens to the child under 
pressure that is subjected to a more concentrated "dose" of pressure? 
As Otto Frank remarked some years ago, " • . . every generation 
uses children for its own purposes" (11 :439). Today the pressure for 
academic achievement, cognitive learning, and preparation for the next 
grade seems to be an expression of this contemporary desire to exploit 
children for what is often self-defeating purposes. This is interpreted as 
being necessary to provide trained, skilled, and knowledgeable recruits 
for business and industry, for science and technology, and for scholarship. 
As we are discovering, we may be highly successful in this program, 
but foster unhappy and frustrated personalities who are neglectful 
or indifferent to human needs and feelings. . • . unfortunately many 
are suppressed and robbed of their spontaneity and denied the oppor-
tunities they need for learning and growing. The integrity of the 
child as an organism-personality, who through play comes to terms 
with the world and himself, should be preserved. It is unfortunate 
that the term play has long been interpreted to mean idle and 
unproductive activity, for in truth it embraces a wide range of 
spontaneous and productive experiences (11 :439). 
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Smith expressed the point of view of those who do not advocate 
early formal reading instruction: 
Many studies have been directed toward the proper age for 
beginning instruction. Whether or not to teach reading to the 
preschool child is the question in the minds of many people 
at present. Can preschool children learn to read? Is it desirable 
for them to do so ? 
Of course they can learn to read. Both Dr. Durkin and Dr. Almy 
found that many children read before they come to school. Back in 
1926 Terman in his study of gifted children found that over 1 per 
cent of his subjects learned to read before they were 3 years old, 
and that 2 . 5 per cent read before they were 5 . 
We have plenty of evidence that young children can learn to 
read. All of us know pr;eschool children who are reading. There 
is no question in regard to whether or not they can read; the main 
consideration is whether they should be taught to read at an early 
age (26:175). 
In discussing the areas of development as interrelated and inter-
dependent, Larrick explains that progress in one requires progress in the 
other to be effective. She says: 
One thing is very sure when we are dealing with children and their 
education: faster isn't necessarily better. In the long run, faster 
may even be slower if a firm foundation is postponed to a later day. 
In fact, faster may be downright harmful if speed in one area means 
neglect of other areas. 
Learning to read may not be as important for a three-year-old 
as learning to raise questions, to observe accurately, and to draw 
conc::lusions. In short, sharpening of a child's natural curiosity 
may have far greater significance at this stage, than the develop-
ment of such an academic skill as reading or writing (25 :46). 
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XII. CONFLICTING VIEWS IN KINDERGARTEN PRACTICES 
The "dribble-down-disease" described by Hymes (19:14) 
seems responsible for the conflict regarding the teaching of reading and 
other academic subjects in the kindergarten. The problem does not seem 
to be so much what is taught as how it is done. 
Some writers describe and adhere to the philosophy which might 
be called the "structured" approach, and others defend the "enrichment" 
or "experience" approach. There has been some reference to a traditional 
kindergarten in the reports on research written by the "cognitive" experi-
mental groups. They always compare the research from their "beat-the-
clock" highly structured program with the "traditional" program, which 
from their description appears to be little more than a supervised play 
period. 
The Administrative Guidelines for Kindergartens, prepared under 
the supervision of the State Office of Public Instruction, describes such a 
program. It includes the information that some district educators adhere 
to the theory of kindergarten education which minimizes intellectual 
development and emphasizes adjustment and modes of attack on problems 
"In these programs there is a tendency to rely heavily on incidental, 
haphazard, accidental learnings inherent in the 1emerging 1 curriculum" 
(2:26). 
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Most modern kindergarten programs appear to be influenced by 
two divergent points of view concerning the reading program in kinder-
garten. Readiness is a continuing process which begins at birth but 
in educational theory we have put the emphasis on what we consider the 
child is ready to be taught. Gans quotes Almy concerning the child's 
readiness: 
Readiness is an educational concept concerned with the time-
liness of what we wish to teach the child, in the light of his ability 
to make use of it. It would seem, therefore, to put emphasis on 
understanding of the child's total development. One asks not only 
"Can the child learn this?" but also "What effect will this learning 
have upon him?" Unfortunately, however, the concept of readiness, 
particularly in relation to reading, has often been taken in a much 
narrower sense. . • . The answer too frequently is a program in 
which the child is to be given opportunities to practice the various 
elements involved in the reading process, without sufficient regard 
for the many other important experiences which he might be having, 
and which in the long run would also contribute to his abilities for 
reading ( 12 :5 7) . 
This "readiness for the learning process" is the important 
factor in influencing the two contradictory approaches. Gans (12 :5 7-60) 
helps us understand the opposing viewpoints by a description of the two 
programs: 
Program I (structured). The structured approach emphasizes a 
systematic approach to reading readiness and the daily use of workbooks, 
work sheets of phonics material, and other preplanned materials. An 
attempt is made to acquaint a child with prereading materials that require 
a definite prescribed response. Work with these materials is expected to 
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teach the child to conform to the uniform behavior of the rest of the 
children who are working on the same material. This program emphasizes 
the group's responses to following directions, and in some schools much 
use is made of mimeographed outlines for coloring, with instructions dic-
tated for coloring and cutting. Such work is supposed to encourage a 
child to listen and to grow accustomed to paying attention in a manner 
that will be helpful to him in the more closely directed reading-readiness 
work later on. Signs and appropriate labels on lockers and boxes of 
supplies are commonly used, and youngsters are commended for noticing 
them and discovering "what they say." 
The program is planned with respect for the child's growing inter-
est in the world about him, including trips to neighborhood points of 
interest, big muscle activity, and outdoor play are provided for. Books 
are available for browsing, and children's interest in drawing, dramatic 
play, music, and any other creative activities are encouraged. 
After the winter holiday season, many schools following the readi-
ness program feel the children have had sufficient time to become at ease 
in the kindergarten atmosphere and administer a reading-readiness test. 
On the basis of the test scores, the children are organized into reading-
readiness groups. These groups meet together for periods of 20 minutes 
while they follow the detailed instructions in the reading-readiness work-
book and other materials the teacher may have prepared. The children 
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cross out letters and figures, underline, color, cut, and paste according 
to the plan of the exercise. Other informal reading readiness activities 
may take place during the day as the teacher writes on the board or the 
children see interesting signs while on a field trip. However, some 
teachers de scribe this part of the day as the formal part, resembling the 
formal instruction in the primary grades in many schools. The real teach-
ing emphasized is page-by-page work in prescribed reading-readiness 
materials. This is considered to be a very essential educational experi-
ence for the child to have before entering the first grade. 
Children considered unready to take part in the reading readiness 
period continue to pursue freer work planned for them by the teacher. Some 
teachers put all the children through the material, ready or not. Children's 
success in kindergarten is evaluated, in part, on their achievement during 
the reading-readiness period, and is used in recommending that a child be 
promoted to first grade. The degree of importance of such evaluation may 
vary from slight to major. In some cases it is the deciding factor in 
assessing a child's achievement for the year. 
By the end of the school year, about three-fourths of the children 
in kindergartens using the preplanned materials are able to pass a test 
fitted to the materials. Individuals vary in competence, but many have 
gained, among other skills, the beginnings in recognizing letters and 
words that look much alike. Some may be able to read preprimers 
successfully (12 :57-58). 
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Responses of teachers concerning Program I. Many teachers 
like the commercially prepared kindergarten reading-readiness program. 
In communities where uneasiness is expressed about the adequacy of the 
school's reading program, teachers are able to show and readily describe 
what goes on. Teachers feel that at the end of the year they have more 
factual information to show to concerned and inquiring parents. The less 
apt and more inexperienced teachers feel they are a blessing. 
Other teachers, both experienced and inexperienced, find the 
preplanned programs do not relate to the children's experiences. They 
feel that there is a question about the appropriateness of the work to the 
wide range of abilities of the children, too much conformity, and not 
enough chance to develop creativity and individuality. The feeling is 
expressed that other abilities are overlooked in order to have time to 
carry on the program. It seems likely the needs of the less-ready child 
may be overlooked in the program. In many classrooms this type of pro-
gram is heavily weighted towarc:f "getting ready for first grade" with the 
major portion of the half day experience directed in this manner and only 
minor importance attached to the activities during the remainder of the 
class period (12:57-60). 
Tinker says that a great variety of reading-readiness material 
is available from the basal reader series which is organized to develop 
readiness by using pictures and exercises that are arranged in a 
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developmental sequence, and which are designed to develop abilities 
considered essential for beginning reading. The main emphasis is on 
developing perceptual readiness for reading. The better ones foster a 
gradual introduction to reading, "but they do not constitute a complete 
reading-readiness program. • . . There should be no wholesale use of 
readiness books as a substitute for a richer program of readiness 
activities" (41: 
Program II (Enrichment) • This program uses the environmental 
challenges to reading that occur in the daily life of the kindergarten, 
putting emphasis on a varied active day, a wide range of experiences 
which include many trips, and work with a variety of materials for dramatic 
play, art, and construction. No effort is made to teach a child pre-reading 
skills through precise direction or to stress uniformity of behavior in 
intellectual pursuits. Reading readiness is recognized in this program 
and children learn skills in beginning reading. Some become able to read 
books and other material unaided. The program is aimed chiefly at giving 
children a wide range of individual and group experiences through which 
they acquire attitudes which will make adjustment to their larger world 
easier. Language growth is considered the most important skill for 
development of future learning and is given high priority. The program 
helps them learn to work and play with peers, to extend their creative 
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abilities, explore the resources of the community, and make discoveries 
about the exciting world around them. In this program, too, beginning 
reading or reading-readiness is an integral part of all his experiences. 
When children want to identify their own paintings, their names 
are written on them. The child learns to recognize his own name and as 
soon as he shows the desire, he may put his own name on his work. The 
more mature child makes pictures, greeting cards, or booklets with words 
he is anxious to print on them himself. Attention to the letters, sounds, 
and writing are experienced in many ways throughout the day. 
Growth in reading is stimulated through the use of books which 
they come to love and from their constant use the children acquire a great 
deal of knowledge and an extended listening and speaking vocabulary. 
Many opportunities to browse are presented and during story time he may 
be encouraged to participate by furnishing the rhyming word or anticipate 
the end of a story. From the wonderful books on the market today he can 
learn about children in other lands, geography, or natural science. 
Children soon find out that "we learn from books" or "we read to find out. " 
Bulletin boards are teaching devices, calendars keep track of 
important dates, and children acquire concepts of numbers and time as 
well as written symbols. The teacher daily uses every opportunity to 
write messages or notes on the chalk board--Happy Birthday, John, or 
writing the thank-you letter or story dictated by the children. They enjoy 
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seeing their own "talk written down," thus associating spoken words and 
written symbols. What a wonderful way to learn to read when it is your 
very own story! These are real beginnings in useful reading experiences 
for the more mature child. Gans describes this program as: 
. . . close to the day-to-day living of the young child. He 
notices, he reacts, he inspects, he experiments, he learns, 
and he acquires a growing knowledge of reading. Central to 
the success of the program, however, is the teacher's ability 
to judge the way in which children react to various types of 
experiences. For the nimble, who show independence in recog-
nizing their names, eagerness in learning to write, and ability 
to read key words in simple notes, the continued opportunity to 
grow in reading is essential (12:64). 
The workbook type of exercise with instructions for coloring and 
pasting mimeographed materials is not used by those who accept the 
underlying basis of experience of Program II. They express the concern 
that such work stifles the creative child and puts a premium on unques-
tioned acceptance of authority. Sensible teachers keep an eye open to 
notice the degree of stimulation and satisfaction which children meet in 
their daily work (12 :64). 
Teachers with this philosophy direct every effort to develop the 
creative child. They accept the thesis that everyone is able to create 
and they make every effort to stimulate and encourage the growth of 
creativity. Burton speaks of Witt's description of creativity: 
The child of the dancing feet, the nimble mind, the laughing 
eyes, the hungering heart--he has, he is the creative spirit. 
Years of disuse of his imaginative faculties dull the growing 
edges. Memoriter learning, complete domination, unquestionable 
submission convert the bubbling, effervescent, spontaneous 
four-year-old into the compliant, conforming, unimaginative 
ten-year-old. Conformity itself cannot be treated lightly. 
It is essential ..• much of the time ... but all conformity 
and no free wheeling thinking make him an increative adult 
(3:18). 
The announced purpose of the formal school has been for 
centuries the transmission of our cultural heritage. Burton states: 
93 
Today every critic of the school, every half-educated reformer 
announces that what we need is more subject matter. Education 
never has proceeded and could not proceed without subject matter. 
However, some sixteen studies show that subject matter alone 
will make neither critical nor creative thinkers . . . . The 
development of creativity has become a new emphasis in education, 
a new goal for teachers who are socially sensitive to our need to 
conserve the potentialities of every child . • . . In these times 
of standardization, mass production, stereotyped entertainment, 
and pressures for conformity, it is particularly important that 
teaching conserve and nurture the uniqueness of each personality. 
Schools frequently seem to be striving to eliminate differences in 
personality. They seem to put little value on experimentation, 
initiative, inventiveness, and creativity (3:19). 
The teachers supporting Program II would use every moment and 
every means to encourage the child's natural curiousity, imagination, 
and independence. They feel .the workbook and work sheet method 
destroy what they strive to build. They know, too, it takes time to be 
creative. Somewhere along the way we seem to squelch the creative urge 
in many children. This natural curiousity and originality are smothered 
by one "adult wet blanket" after another. In the words of Goodlad, 
"Schools can and must provide a bastion for individuality in a world of 
increasing anonymity" (3:20). 
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XIII. PHILOSOPHY OF THE STUDY 
In the preceding portion of this chapter, the writer has reviewed 
various philosophies and schools of thought pertaining to childhood educa-
tion. For the reader's further information, a rational for kindergarten 
education, prepared by the Washington State Department of Education, 
will be found in Appendix A. As shown by the review of literature, there 
is considerable controversy and differences of opinion among experts in 
the field. As an aid to the reader in understanding and evaluating the 
balance of this study, it was felt desirable to present at this time the 
writer's own philosophy of early childhood education, as her philosophy 
and attitudes directly influenced the children of this study. 
The writer believes that the young child is forming concepts 
about himself which will determine whether he develops the drive to learn, 
whether he holds a positive attitude about himself and his abilities, or 
whether he will see himself as slow, stupid, bad, or ineffective. The 
idea of "self" that a child builds through his school years is important 
and will strongly affect that school career and will contribute to the 
realization of his full potential. What the child feels--real or imagined--
concerning his successes and failures, about his capacity to function 
adequately, or about how he relates to the important people in his environ-
ment, will determine his behavior and attitudes. These developing attitudes 
are the key to his personality and his actions. 
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It seems likely that a child who has learned to feel he has a 
good chance at being successful, or who has learned to try again when 
he makes a mistake, will be a stronger student and more likely to succeed 
than the child who feels he has little or no chance and thus gives up 
easily. Each child must acquire a drive or desire to learn. He must feel 
curious about things and want to learn. He must become so interested 
in "wanting to know" that his interest becomes urgent and compelling. 
The writer feels that these two factors--a feeling of success 
and a desire to learn--are really the key to the kindergarten program. 
When the child feels successful, he becomes eager for more successes. 
However, since each child is unique and succeeds at his own level, it 
becomes the obligation of the teacher to provide opportunities for each 
child to be successful at his own achievement level. 
Readiness appears to be the result of development and stimula-
tion. The child needs to think and the thinking process needs "food." 
The teacher must provide the rich, stimulating, and encouraging environ-
ment that induces learning. One cannot wait for maturation to occur; 
intelligent direction is required to match teaching methods to the child's 
specific developmental and intellectual needs. 
The writer firmly believes that these things can best be accom-
plished by accepting the child as he is now--not as the parents want him 
to be or the teachers hope he will be. If he feels accepted as a person 
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and is treated with respect, he will be more ready to learn. His readi-
ness for learning may not be on a par with others of his class, but he 
must be accepted, praised, and encouraged at the level he has achieved. 
The child should not be praised for work well below his level, but cer-
tainly honest effort should receive encouragement and commendation even 
though it has not yet culminated in success. Both the mature child and 
the slower child must find equal opportunities for challenges and 
successes. 
Undoubtedly, the teacher in this group might have taught several 
of these children to read in a more formal reading situation. However, 
this class was conducted without use of reading readiness work books or 
structured program. The teacher felt that her time with the children could 
be used to better advantage by arranging an environment in which each 
child might enlarge his experience background, building a vocabulary 
which might bring to the reading situation more maturity, understanding, 
and intelligence through meaningful personal experiences. The writer is 
confident that reading can proceed at a more rapid pace by preparing the 
foundation for learning. The printed symbol carries no meaning. It is 
only what the reader brings to the reading situation that makes it meaning-
ful. 
The writer felt the whole group gained immeasurably in many 
skills and attitudes more important than the facts that were measured. 
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Knowledge of facts seems less important than the certainty that the child 
wants to learn, is becoming independent, eager to try, able to accept 
defeat and try again, and has begun to think and evaluate. Unfortunately, 
these important attitudes cannot be accurately measured. 
Using the theme "Happiness is Learning," bulletin boards and 
the total environment throughout the year were planned to help develop 
this attitude. Creativity was encouraged. Academic learnings in many 
areas were explored. 
Reading was not neglected and proceeded in this class at many 
levels. Language development was considered to be the most important 
skill. Oral language experiences were encouraged and developed. 
Listening skills were emphasized as well as a meaningful vocabulary 
which was taught by every means and opportunity available to the teacher. 
The old maxim "You can lead a horse to water but you can't make 
him drink" certainly applies to education. The child must be transformed 
into a curious, active, eager.learner. When this is accomplished, the 
child will learn "in spite of" the teacher, rather than "because of her. " 
The writer felt that rather than "teaching facts," her job was to 
bridge the gap between home and school, to motivate the child to become 
so anxious to learn that he would actively seek knowledge, and to make 
him see himself as a happy learning child at whatever developmental and 
achievement level he had presently attained. 
CHAPTER III 
METHODS AND PROCEDURES 
This study was limited to the resources that were available to 
the teacher and to the time which could be devoted to it without depriving 
the children of their appropriate kindergarten experiences. 
The study was an attempt to inventory the readiness which the 
child brings to school, and to measure the extent of his development in 
some of the skills and abilities that contribute to readiness for successful 
first grade experiences. The plan proceeded as follows: 
September--devoted to adjusting the child to his new environment. 
October--testing students. Number Inventory;, rote counting and 
Match-Mates Test (puzzle); Metropolitan Readiness Test, 
Form A: (1) Word Meaning, (2) Listening, (3) Matching, 
(4) Alphabet, (5) Numbers, (6) Copying; Draw-A-Man test 
was administered ~s part of the Metropolitan Test. 
November--Individual tests were administered to each child using 
Lloyd M. Dunn's Peabody Picture Vocabulary Test, Form B. 
May--Children were retested on Form A of the Metropolitan Readiness 
Test. When retesting, the Peabody Picture Vocabulary Test, 
Form A, was used. Rote counting and the Match-Mates 
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Puzzle Test were worked in as time permitted the last of May 
and first week of June. 
Early in the summer, a questionnaire was sent to the fifty-one 
mothers and to the fifty-one children involved in the study. (See Appendix 
for copy of the questionnaire.) Infonnation obtained will be included in 
the results of the study. 
The average age for the children in this study was approximately 
5 years and 5 months. This age was used as it seemed to be the most 
practical breaking point in considering both boys and girls groups for 
comparison of the older and younger children in the study. Since many 
authorities consider a mental age of 6. 4 and others accept 6. 6 as an 
indicator for probable success in first grade, lowering this age one year 
for kindergarten and accepting the average chronological age of 5. 5 was 
considered desirable for comparisons in this study. 
Numbers were assigned each child rather than using his name 
to preserve the confidential nature of the information. Graduate students 
evaluating the Goodenough-Harris Draw-A-Man Test numbered each child's 
test in random order to compile the statistics from the test. The child's 
number assigned at that time was used as the child's identification 
throughout the study. A child may be referred to by his number alone 
(No. 50) or by adding an identification symbol of B for boys and G for 
girls. The boy would then appear as B-50 or a girl as G-31. Each child's 
100 
number was recorded on all charts in respect to his birth order in the 
group with the oldest appearing first. Thus, each child appears in order 
of declining birth rank, from oldest to youngest for girls and for boys. 
I. NUMBER INVENTORY 
Rote Counting 
The first week in October, the teacher asked each child to count 
as far as he could. The highest number counted in correct order was 
recorded and compared to his rote counting ability the last week of May. 
Match Mates Test 
Each child was asked to try to match a set of ten interlocking 
wooden puzzles. One piece with a numeral painted on it was to be matched 
to a piece which bore the appropriate number of dots. Since any numbered 
piece fit any of the possible puzzle mates, the child had to be able to 
read the number to match it with the piece containing the corresponding 
number of dots. The number of correct matches out of a possible ten was 
his score. This test was administered by the teacher the second week in 
October and again the last week of May. An improvement score, the 
difference between the October and May test scores, was determined for 
each child. 
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II. THE METROPOLITAN READINESS TESTS 
The Metropolitan Readiness tests are described by Hildreth as 
intended to assess the extent to which pupils at the beginning of the 
first grade have achieved a sufficient degree of maturity or skill in these 
characteristics that are important for success in mastering first grade work. 
It is not something that all children may be expected to have attained by 
any specified age. It is assumed that all of these abilities are subject 
to development through the provision of appropriate learning experiences. 
Williams (42) found the Metropolitan Readiness Test to be the 
best successful predictor of all the criteria during his study of the two-
year period from June, 1965 to June, 1967. Headley (16:480) also credits 
the Metropolitan Readiness Test with a high degree of predictability. 
The Metropolitan Readiness Test, Form A, was administered by 
the teacher to students in October and again in May. Sub-tests include 
Word Meaning, Listening, Matching, Alphabet, Numbers, and Copying. 
Test results are reported as raw scores, percentile scores, and percentile 
change. 
The writer also assigned letter scores to the numerical scores as 
an indication of readiness status corresponding to various ranges of total 
scores. The levels were set up in terms of standard deviation distances. 
Level A denotes the top 7 per cent of the standardization group; Level B 
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is the next 24 per cent; Level C is the middle 38 per cent; Level D denotes 
the next 24 per cent; and Level Eis the lowest 7 per cent. Letter rating A 
is rated Superior and considers the child to be well equipped for first 
grade work; B is rated High Normal and shows good prospect for success; 
C is rated Average and likely to succeed if his weaknesses are planned 
for; D is rated Low Normal; and E is rated Low. Both D and E ratings 
indicate the child is likely to experience difficulty and will require 
assignment to a slow group. Individualized help and a delayed reading 
program will be necessary. 
The tests were used to derive an improvement score or indica-
tion of the change from the October test results to the May test results. 
Total scores for the children over 5. 5 and under 5. 5 years of age were 
compared to the standardized mean for this test (53. 21) to determine the 
number of children below the mean in October and again in May, thus 
assessing their improvement. 
Total scores were converted to letter ratings for each child and 
compared to the Metropolitan table in which levels are set up in terms of 
standard deviation distances. The table includes a brief verbal descrip-
tion of the significance of the rating. 
Total scores for October and May were converted to percentile 
ranks. The percentile rank indicates the per cent of pupils in the 
national standardization group making scores equal to or lower than the 
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score in question. The difference between the October percentile rank 
and the May percentile rank was figured for each child and recorded as 
growth in his percentile standing as compared with the national norm for 
this test. 
Metropolitan Numbers Subtest 
The Numbers subtest is an inventory of the child's stock of 
number concepts, number knowledge, ability to manipulate quantitative 
relationships, recognition of the ability to produce number symbols, 
and related knowledge, such as concepts of money. It is considered by 
many as an excellent predictor of success in arithmetic. Hildreth says 
that the Numbers subtest has repeatedly been shown to be the single most 
powerful predictive subtest of the earlier forms of Metropolitan Readiness 
Tests. According to Hildreth, the test also attests to the belief that a 
child's sensitivity to the numerical and geometric aspects of his environ-
ment (that presumably enables him to do well on a test of this kind) is 
also symptomatic of a general mental alertness that will help him in all 
first grade work. 
The Metropolitan Numbers subtest was used to compare growth 
from the October test to the May test. Each child's score in October and 
in May was compared to the standardized mean score of 12. 01. Another 
measure of growth was obtained by determining his improvement score, 
or the amount of growth from October to May, stated in points . 
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Metropolitan Alphabet Subtest 
The Alphabet subtest recognizes that the alphabet is not taught 
in kindergarten or early first grade. However, the ability of the child to 
recognize letters of the alphabet when spoken by the examiner has been 
demonstrated to be among the best predictors of success in the early 
stages of reading. It has been shown by Durrell, Monroe, and Silvardi 
that ability to recognize letters at the beginning of first grade is highly 
predictive of reading achievement at the end of the year. In her two-year 
study, de Hirsch found letter naming to be significantly related to reading, 
spelling, and writing at the end of the second year (7:24). 
The Alphabet subtest was used to compare growth from the score 
obtained in the test given in October with the score of the May subtest. 
The difference was interpreted as an improvement score. Each child's 
Metropolitan Alphabet subtest was also compared with the standardized 
mean of 9 . 39 • 
III. GOODENOUGH-HARRIS DRAW-A-MAN TEST 
The Draw-A-Man test was administered in late October and again 
in the early part of May. Because of the subjective element in evaluating 
the drawings, it was considered advisable to have the scoring done by 
someone other than the teacher. Graduate students in the psychology 
classes at Central Washington State College, who were trained in 
administering and scoring psychological tests, evaluated and scored 
the tests. 
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Harris emphasizes that the test does not yield a score that is 
identical with the IQ score derived from a well-administered individual 
intelligence test. The Drawing Test may supply important additional 
evidence of severe intellectual and conceptual retardation, however. 
Evidence presented by Harris shows that the child's drawing reflects his 
concepts which grow with his mental level, experience, and knowledge. 
Consequently, Harris states that the Goodenough-Harris Drawing Test 
is best used as a measure of intellectual maturity and should not be used 
for other purposes. 
Bender states that the body image is a Gestalt determined by 
laws of growth and development. That the maturational level of a child's 
human figure drawing and his school achievement are significantly 
related has been demonstrated by both Coleman and Silver. Koppitz found 
that a child's score on his hu.man figure drawing at the beginning of first 
grade was predictive of his reading level at the end of the year. Kinder-
garten tests significantly related Human-Figure Drawing to the end-of-
second-grade reading and spelling performance in de Hirsch's two-year 
study (7:16, 31). 
October and May raw scores were converted into standard scores 
from which the improvement score was derived. The standard score 
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expresses the child's relative standing on the test in relation to his own 
age and sex group, in terms of a standardized mean of 100 and a standard 
deviation of 15. Harris expects that roughly 68 per cent of each age range 
should score between values of 85 and 115, while 99. 8 per cent should 
score between 55 and 145. 
The standard scores were converted to percentile rank, showing 
the relative standing of the child with other children his own age. His 
change in percentile standing from October to May is clearly indicated. 
IV. PEABODY PICTURE VOCABULARY TEST 
The Peabody Picture Vocabulary Test (PPVT) was chosen because 
of the ease of administration to the young child and the high interest level 
which makes it valuable in attaining rapport with him. Since no oral 
response is required, it is a good selection for the shy child. Scoring is 
completely objective and requires only a minute or two. Being completely 
untimed, it is a power test rq.ther than a speed test. Alternate forms of 
the test provide for repeated measures. Although the test covers a wide 
range, very little specialized preparation is required for administration. 
The PPVT is designed to provide a well-standardized estimate of 
a subject's verbal intelligence through measuring his hearing (receptive) 
vocabulary. The score can be interpreted in terms of M.A. as well as I. Q. , 
which adds to its usefulness as a tool for the primary teacher. 
107 
Morgan found a significant correlation between performance on a 
picture vocabulary test and reading achievement. A study by de Hirsch 
also found it was significantly related to the end of the second year 
spelling performance. 
Form B of this test was administered by the teacher the last two 
weeks of November. Form A was administered approximately six months 
later during the last two weeks of May and first week of June. 
The M.A. scores for Nov~mber and May were converted into 
months. The difference between the two scores was the mental age 
improvement score. This gave the total change in mental age in months 
as measured by the PPVT. The improvement score for the I. Q. was also 
obtained by computing points gained from the November test to the May 
test. 
The student's standard score was converted to percentile rank 
for November and May tests. The improvement score was the difference 
between the two test scores .. 
The apparent discrepancy in the range of the C .A.' s appearing 
on the table was due to converting ages to the table. Since the tests 
were individual, they were administered as the availability of the children 
and teacher's time permitted. It was not possible to take them in a pre-
scribed order; however, there was an approximate lapse of six months 
between tests. 
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V. PARENTS' QUESTIONNAIRE 
Parents' interest and attitudes toward the child and school are 
considered to be important ingredients of a successful school experience. 
For this reason, a questionnaire was devised to evaluate the child's 
kindergarten experience from the parents' point of view. The questionnaire 
(see Appendix) was mailed to the parents of each child in the writer's 
kindergarten group during the summer of 1968. Parents were asked ques-
tions relating to school readiness and were asked to give their impressions 
of the child before and after kindergarten, as clearly as could be recalled. 
Parents' comments were also recorded. Of the fifty-one questionnaires 
mailed , forty- six ( 9 0 %) were returned . 
Since educational attainment of the children's parents is an 
important factor in the child's growth and development, a summary of the 
educational attainment of parents of children in this study is included in 
Chapter IV. For the purposes of comparison, results of two other studies 
are also included. 
CHAPTER IV 
RESULTS OF THE STUDY 
The typical kindergarten class is made up of children whose 
chronological ages frequently differ more than fifteen months. In September, 
19 67, the class in this study included both a girl not quite five years old 
and a kindergarten repeater with a C .A. of six years, nine months, for an 
age range of nineteen months. The study as presented has a C .A. range 
of fifteen months. Within this age group, the teacher may find mental 
ages ranging from four years to eight or nine years. Since each child is 
unique, his social, emotional, and physical development also vary widely, 
adding to the problems of assessing readiness. 
The teacher must immediately set out to recognize each child as 
an individual and as he is at present, rather than what she wants him to 
become. This is done by observation, noting how the child faces situations 
around him and how he reacts to them. This means noting whether he is 
clumsy or agile, how he uses materials, what things he appears to be 
especially interested in, if he plays with other children and appears to 
have a particularly strong attraction for one or several other children. 
She attempts to inventory as many characteristics about each child as she 
can for she must understand him to effectively teach him. Since a child's 
home life and environment have an important bearing on his development 
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and abilities, the children may differ greatly in their readiness. As part 
of this study, various techniques and measuring instruments were 
employed to assess changes in the abilities of the children. 
I. NUMBER INVENTORY 
Rote Counting 
This is a simple device which gives the teacher a quick inven-
tory of her group's number background. It can tell her that some of these 
children have had no interest in numbers and very little experience with 
numbers. Others have obviously acquired a strong interest in numbers, 
and a few are still much too insecure to even try to count. This may 
mean he has had no experience with numbers or perhaps he is extremely 
shy or insecure. 
Two children, G-32 and B-8, were able to count to 100 the first 
week in October. Three children were still unable to attempt to count. 
One of these children came from a foreign home where her mother speaks 
only Greek, although her father speaks both English and Greek. She 
would not attempt to count in English or in Greek, although later she 
taught us a few Greek words. 
By the end of May, fifteen girls (53. 5 7%) and twelve boys 
(52.17%) counted to 100 without help. G-21, a younger girl, made the 
least progress on this particular test. G-34 and G-43 made the most 
progress, going from 5 to 100, and 6 to 100, respectively. (See Table I.) 
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TABLE I 
ROTE COUNTING 
Numbers Counted Numbers Counted 
Student No. Oct. May Student No. Oct. May 
GIRLS 
Over 5. 5 Under 5 .5 
31 23 39 21 11 16 
26 8 100 39 11 50 
37 12 96 23 26 39 
17 ? * 59 44 13 69 
45 30 100 22 10 37 
24 33 100 40 16 100 
42 29 100 35 16 100 
25 28 100 51 40 100 
43 6 100 28 39 100 
20 33 69 29 10 32 
36 11 37 32 100 100 
34 5 100 33 22 100 
38 ? * 27 41 26 39 
30 14 100 
27 20 100 
BOYS 
Over 5. 5 Under 5 .5 
50 6 29 2 7 100 
11 30 100 1.5 17 100 
46 59 100 48 8 38 
18 39 100 16 ? * 39 
10 25 39 5 13 36 
49 30 100 12 20 69 
3 19 38 1 14 39 
8 100 100 13 29 49 
9 25 100 4 29 100 
47 28 100 19 28 100 
7 10 28 
14 39 100 
6 14 29 
* ? indicates children cried and were still too insecure to try. 
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Match-Mates Test 
This is a simple test that gives a quick inventory of the child's 
understanding of number concepts. The test is a set of interlocking 
wooden blocks bearing the numerals one to ten on one side and one to ten 
dots on the other. Since any numeral will fit any set of dots, the child 
must be able to identify the proper numeral and match it to the set of 
appropriate dots. The child is given one point for each puzzle matched 
correctly. 
In October one girl and one boy were unwilling to try the puzzle. 
Three of the older girls and four younger girls (a total of seven girls or 
25 per cent) were able to match correctly in October. In May, only three 
of the twenty-eight girls did not correctly match the set, making a total 
of 89. 2 8 per cent who succeeded. This represented a growth of 64. 2 8 
per cent. 
Only two older boys and one younger boy were able to match 
the set correctly in October f9r a total of 13. 04 per cent. All but four of 
the twenty-three boys (82. 6 per cent) correctly matched the set in May. 
Since the boys were not as proficient in matching numerals to sets in 
October, their rate of improvement was greater than the girls (69. 56 per 
cent), according to the test results. (See Table II.) 
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TABLE II 
PUZZLE MATES NUMBER INVENTORY 
Number Right Number Right 
Student No. Oct. May Student No. Oct. May 
Girls Over 5. 5 Girls Under 5 • 5 
31 2 10 21 0 5 
26 0 10 39 0 10 
37 0 10 23 0 10 
17 0 10 44 5 8 
45 10 10 22 1 10 
24 7 10 40 4 10 
42 10 10 35 10 10 
25 10 10 51 10 10 
43 5 10 28 10 10 
20 5 10 29 2 6 
36 3 10 32 8 10 
34 0 10 33 10 10 
38 ? * 10 41 4 10 
30 3 10 
27 3 10 
Boys Over 5 • 5 Boys Under 5 • 5 
50 0 10 2 2 10 
11 2 7 15 3 10 
46 10 10 48 ?* 8 
18 7 .10 16 1 10 
10 8 10 5 1 10 
49 8 10 12 3 10 
3 1 10 1 0 7 
8 10 10 13 6 10 
9 8 10 4 8 10 
47 4 10 19 5 10 
7 0 6 
14 10 10 
6 3 10 
* ? indicates children did not try. 
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II. METROPOLITAN READINESS TESTS 
Table III shows the amount of improvement in scores of students 
on the Metropolitan Readiness Test, Form A, between tests administered 
in October, 1967, and May, 1968. Comparisons were made for total 
score, letter rating, and percentile rank. 
In comparing the standardized mean score of 53. 21 with the total 
scores presented in Table III, it is interesting to note that in October only 
three boys over 5. 5 (hereafter referred to as "older boys") and one from 
the group under 5. 5 (hereafter referred to as "younger boys") , for a total 
of four boys, were over the mean. By May these totals were almost 
reversed. All older boys were well over the mean. Three younger boys 
had not quite scored as high as the mean, although B-16 lacked only one 
point of reaching it and B-7 just achieved the mean with his total score of 
54 points. 
In May the older boys averaged 2 3. 9 points above the standardized 
mean; the younger boys averaged 15 . 6 points above, a difference of 8 . 3 
points in favor of the older boys . 
October totals for girls show that only G-43 in the group over 5. 5 
(hereafter referred to as "older girls") and G-32 in the group under 5 .5 
(hereafter referred to as "younger girls") had reached the standardized mean. 
This means that two more boys than girls were over the mean in October. 
Student 
G-31 
G-26 
G-37 
G-17 
G-45 
G-24 
G-42 
G-25 
G-43 
G-20 
G-36 
G-34 
G-38 
N=l3 
TABLE III 
METROPOLITAN READINESS TEST, FORM A 
Sept. Total Score Letter Rating Percentile Rank 
Age Oct. May Improvement Oct. May Oct. May Growth 
Older Girls 
6.3 19 44 25 E D 4%ile 29%ile 25%ile 
5.10 32 75 43 D B 13 89 76 
5.10 23 69 56 E B 6 79 73 
5.10 38 79 41 D A 20 94 74 
5.9 47 88 41 D A 35 99 64 
5.9 45 72 27 c B 31 84 53 
5.9 38 77 39 D A 20 92 72 
5.8 49 81 32 c A 38 96 58 
5.8 53 78 25 c A 46 93 47 
5.7 33 64 31 D B 14 69 55 
5.7 30 67 37 D B 11 75 64 
5.5 22 64 42 E B 5 69 64 
5.5 19 54 35 E c 4 48 44 
Average Improvement 35.69 Average %ile Growth 59.08 
I-' 
I-' 
Ul 
Student 
G-21 
G-39 
G-23 
G-44 
G-22 
G-40 
G-35 
G-51 
G-28 
G-29 
G-32 
G-33 
G-41 
G-30 
G-27 
N=l5 
TABLE III (Continued) 
Sept. Total Score Letter Rating: Percentile Rank 
Ag:e Oct. May Improvement Oct. May Oct. May Growth 
Younger Girls 
5.4 10 31 21 E D 1%ile 12%ile 11 %ile 
5.4 20 63 43 E c 4 67 63 
5.4 27 63 36 D c 9 67 58 
5.3 46 67 23 c B 33 75 42 
5.3 32 67 35 D B 13 75 62 
5.3 42 85 43 D A 26 98 72 
5.3 35 80 45 D A 16 95 79 
5.2 * 85 * * A * 98 * 
5.2 43 81 38 D A 27 96 69 
5.2 29 40 11 D D 11 23 12 
5.2 58 92 34 c A 57 99 42 
5.1 34 68 34 D B 15 77 62 
5.1 33 66 33 D B 14 73 59 
5.1 32 68 36 D B 13 77 64 
5.1 43 77 34 D A 27 92 .§5 
Average Improvement 33.14 Average %ile Growth 54.29 
....... 
....... 
en 
Student 
B-50 
B-11 
B-46 
B-18 
B-10 
B-49 
B-3 
B-8 
B-9 
B-47 
N=lO 
TABLE III (Continued) 
Age In Total Score Letter Rating: Percentile Rank 
Sept. Oct. May Improvement Oct. May Oct. May Growth 
Older Boll_ 
6.2 38 70 32 D B 20%ile 81 %ile 61 %ile 
5 .11 50 89 39 c A 40 99 59 
5.9 59 77 18 c A 59 92 33 
5.8 57 83 26 c A 55 97 42 
5.8 24 64 40 D B 7 69 62 
5.8 44 78 34 D A 29 93 64 
5.6 20 60 40 D c 4 61 57 
5.6 47 80 33 c A 35 95 60 
5.5 54 85 31 c A 48 98 50 
5.5 43 83 40 D A 27 97 70 
Average Improvement 33.3 Average %ile Growth 55.8 
...... 
...... 
-.....) 
Student 
B-2 
B-15 
B-48 
B-16 
B-5 
B-12 
B-1 
B-13 
B-4 
B-19 
B-7 
B-14 
B-6 
N=l3 
TABLE III (Continued) 
Age In Total Score Letter Rating Percentile Rank 
Sept. Oct. May Improvement Oct. May Oct. May Growth 
Younger Boys 
5.4 30 80 50 D A 11 %ile 95%ile 84%ile 
5.4 43 75 32 D B 27 89 62 
5.4 12 30 18 E D 1 11 10 
5.3 22 52 30 E c 5 44 39 
5.3 19 45 26 E c 4 31 27 
5.3 27 55 28 D c 9 51 42 
5.3 28 64 36 D B 10 69 59 
5.2 29 69 40 D B 11 79 68 
5.2 36 73 37 D B 17 86 69 
5.2 42 74 32 D B 26 88 62 
5.2 22 54 32 E c 5 48 43 
5.1 61 84 23 c A 63 98 35 
5.0 33 58 25 D c 14 57 43 
Average Improvement 31.46 Average %ile Growth 49.46 
....... 
....... 
co 
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By May, only one older girl and two younger girls had not yet 
reached the standardized mean, for a total of three girls. Although there 
were more girls than boys in October who had not reached the mean, and 
although the girl's group had more members (28 girls to 23 boys), by May 
there were only three girls compared to four boys who had not yet reached 
the standardized mean. 
The twelve older girls who scored above the mean averaged 
19 .25 points beyond the mean, compared to the older boys' average above 
the mean of 23. 9 points. The thirteen younger girls averaged 25. 07 points 
above the mean, which means that the younger girls averaged more points 
above the mean than the older girls or older boys. 
Improvement Score 
The growth each child made in his total score between October 
and May is recorded in Table III as an "Improvement Score." The least 
improvement was made by G-29, one of the younger girls (11 points), 
while the most improvement was made by G-37 from the older group {46 
points) and G-35 from the younger group (45 points). The average improve-
ment for the older girls was 35. 69 points and the average improvement 
gain for the younger girls was 33 .14. 
The least improvement made by a boy was 18 points, earned by 
B-46 from the older group and B-48 from the younger group. The most 
improvement of any child in terms of points was made by B-2 from the 
younger boys' group (SO points). The older boys' average improvement 
score was 33.30; the younger boys' average was 31.46. 
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The older girls' average of 35. 69 was 2. 39 points above that of 
the older boys. The younger girls' average of 33 .14 was 1. 68 points 
above that of the younger boys. The older girls' average was 4. 2 3 points 
above the younger boys • 
Letter Rating 
Since many parents and teachers find a letter rating more easily 
interpreted, each child's total score was converted to a letter rating on 
a five-point scale from A to E. Results are reported on Table III. The test 
author indicates that children receiving a D or E rating in May are likely 
to have difficulty in first grade work. 
A summary of the number of children in each group receiving the 
various grades is reported in Table IV. In October, 16 boys (69. 5 6%) 
and 22 girls (79.47%) were below a Crating, while only 1 boy (4.34%) 
and 3 girls (10. 71 %) were under a C rating in May. One of these four 
children was an older girl, while the boy and other two girls were from 
the younger age group. By May, 69 . 5 7 per cent of the boys had achieved 
A or B ratings and 78 .56 per cent of the girls had achieved A or B ratings. 
TABLE IV 
DISTRIBUTION OF LETTER RATINGS FOR METROPOLITAN READINESS TEST 
TOTAL SCORES 
Per Cent of Boys Girls 
Group Oct. May Oct. May 
(Standardized) No. Per Cent No. Per Cent No. Per Cent No. Per Cent 
7% A 0 9 39.13% 0 11 39. 28% 
24% B 0 7 30.43 0 11 39.28 
38% c 7 30.43 6 26.08 5 19.99 3 10.71 
24% D 12 52.17 1 4.34 16 59.25 3 10.71 
7% E 4 17.39 _.Q. 6 20.22 _.Q. 
23 23 27* 28 
* One child was unable to complete her tests in October because of illness. 
,_. 
rv 
...... 
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Percentile Growth 
Percentile rank in October and May was included in Table III 
for each child, and the improvement in percentile score was recorded as 
percentile growth. The average percentile growth for the older boys was 
55. 80 and for the younger boys, 49. 46, a difference of 6. 34 in favor of 
the older boys . 
The greatest percentile growth was made by B-2 from the younger 
group who had a point score of 30 (11th percentile) in October and went 
to 80 points (95th percentile) in May, for a growth of 84 points in his 
percentile rank. An older boy, B-4 7, made a change in rank from a 
percentile rank of 27 in October to 97 in May, an improvement of 70 points. 
Eight boys, four older and four younger, made over 60 points gain in per-
centile standing during the year. 
The least improvement was made by B-48, a younger boy, who 
had a total of 12 points in October (1st percentile) and 30 in May (11th 
percentile) for a 10-point percentile gain. 
Six girls (four older and two younger girls) showed a percentile 
growth in the 70' s as compared to one older boy in the 70 's. Girl 35, a 
younger girl, showed a growth of 45 points from the 16th to the 95th per-
centile, or a 79 percentile points increase. Two younger girls made the 
least percentile growth with G-21 showing a 21-point improvement score 
(11 percentile point change) and G-29 showing an 11-point improvement 
for a 12 percentile point gain. (The apparent discrepancy is the result 
of changing total raw score to percentile rank.) 
The older girls made the greatest improvement in percentile 
rank with an average improvement of 59. 0 76 percentile points. The 
older boys made the second greatest improvement with an average gain 
of 55. 80 percentile points. The younger girls were a close third with 
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an improvement average of 54 .285. The younger boys made an average 
improvement of 49. 46 percentile points. The girls' average improvement 
of 56. 68 was 4. 05 points more than the boys' average score of 52. 63. 
Metropolitan Numbers Subtest 
This test was selected because of the variety of concepts it 
inventories. During the administration of the test, G-51 was ill for an 
extended period and her numbers subtest was not administered. Altered 
N's will be used when considering the younger girls' group. 
Individual scores are shown in Table V. The most improvement 
was made by B-13, a younger boy, who gained 15 points . Three younger 
girls scored 14 points, as did two older boys. The average improvement 
for all groups was very close, ranging from 9 .15 for older girls, 9. 3 for 
younger boys, 9. 8 for older boys, and 9. 85 for younger girls. No 
improvement was shown by G-29, although test results show different 
questions were missed on the October and May tests. 
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TABLE V 
METROPOLITAN NUMBERS SUBTEST SCORES 
(Standardized Mean-12 .01) 
Improve Improve-
Student Oct. May ment Student Oct. May ment 
Girls Over 5. 5 Girls Under 5. 5 
G-31 3 13 10 G-21 1 5 4 
G-26 8 19 11 G-39 2 16 14 
G-37 5 16 11 G-23 4 17 13 
G-17 6 18 12 G-44 9 16 7 
G-45 12 21 9 G-22 3 11 8 
G-24 7 16 9 G-40 11 21 10 
G-42 10 20 10 G-35 8 22 14 
G-25 11 16 5 G-51 * 21 * 
G-43 13 20 7 G-28 9 19 10 
G-20 8 18 10 G-29 7 7 0 
G-36 9 15 6 G-32 14 25 11 
G-34 8 19 11 G-33 11 20 9 
G-38 3 11 8 G-41 6 18 12 
G-30 5 19 14 
G-27 9 21 12 
Boys Over 5 • 5 Boys Under 5 • 5 
B-50 3 14 11 B-2 7 16 9 
B-11 8 22 14 B-15 10 21 11 
B-46 9 20 11 B-48 4 7 3 
B-18 17 22 5 B-16 5 16 11 
B-10 6 14 8 B-5 2 12 10 
B-49 10 23 13 B-12 7 13 6 
B-3 5 19 14 B-1 4 14 10 
B-8 14 20 6 B-13 7 22 15 
B-9 12 22 10 B-4 7 18 11 
B-47 12 18 6 B-19 9 18 9 
B-7 5 14 9 
B-14 13 22 9 
B-6 4 12 8 
* One child was unable to complete her tests in October because of illness. 
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The older boys appeared much more ready for number skills than 
the other groups in October. As shown in Table VI, four older boys were 
above the standardized mean of 12. 01 for a total of 40 per cent of the group. 
The older girls were next with 15 .48 per cent of the group above the 
standardized mean. Younger boys and girls had very nearly the same per-
centage with 7. 50 per cent and 7 .14 per cent respectively above the 
standardized mean. 
In May, the older boys all scored over the standardized mean 
(100%). In terms of achievement, the older boys were obviously the best 
group; but in terms of improvement, the younger boys were first, with 
9 3. 3 per cent of the group achieving above the standardized mean, for an 
improvement of 85. 80 per cent. (See Table VI.) 
Metropolitan Alphabet Subtest 
Since the Alphabet Subtest of the Metropolitan Readiness Test 
has been described as an excellent predictor of success in first grade 
reading, it was selected as one of the instruments for determining changes 
in student achievement. This test includes only lower case letters, which 
makes it more valuable as a predictor. 
No girl achieved a perfect score (16) in October, although one 
older girl and four younger girls had reached or were above the standardized 
mean of 9. 39 of this subtest. No boys achieved perfect scores in October, 
TABLE VI 
PER CENT OF INCREASE IN NUMBER OF STUDENTS ABOVE 
STANDARDIZED MEAN 
Students Above Mean 
Student Group October May 
No. Per Cent No. Per Cent 
Older Girls (N = 13) · 2 15. 38% 12 92. 30% 
Younger Girls (N = 14) 1 7 .14% 15 80. 
Older Boys (N = 10) 4 40. 10 100. 
Younger Boys (N = 13) 1 7.5 13 93.33 
Per Cent of 
Improvement 
76.92% 
72.86 
60. 
85.80 
I-' 
N 
0) 
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but two older boys and one younger boy had reached or exceeded the 
standardized mean. (See Table VII for a breakdown of individual scores.) 
One older girl and two younger girls did not identify any letters 
correctly in October. All older boys recognized at least one letter, but 
three younger boys were unable to recognize any letters. Two younger 
girls, G-32 and G-51, scored 14 and 13 points respectively, which were 
the highest scores for any age group on the October test. High for the 
boys in October was B-8, an older boy, with a score of 12 points. 
In October, 17. 86 per cent of the girls were over the standardized 
mean of 9. 39, while only 13. 04 per cent of the boys were over. However, 
in May, all girls were over the mean except three older and five younger 
girls (a total of eight girls), for a total of 71. 43 per cent of girls scoring 
above the standardized mean. By May, 82. 6 per cent of the boys had 
exceeded the mean. The boys had caught up with the girls and surpassed 
them with only four boys (one older and three younger) not yet reaching the 
mean. 
In the May testing, two older and two younger girls achieved 
perfect scores (16 correct). In addition, three younger girls scored 15 
points. Three older and on~ younger boys made perfect scores with one 
older boy scoring 15 points. By May, 15. 58 per cent of the total class 
received a perfect score. 
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TABLE VII 
METROPOLITAN ALPHABET SUBTEST 
(Standardized Mean--9. 39) 
Improve- Improve-
Student Oct. May ment Student Oct. May ment 
Older Girls Younger Girls 
G-31 1 5 4 G-21 0 8 8 
G-26 1 11 10 G-39 2 8 6 
G-37 6 14 8 G-23 2 6 4 
G-17 6 13 7 G-44 10 15 5 
G-45 5 16 11 G-22 0 7 7 
G-24 9 11 2 G-40 6 10 4 
G-42 3 9 6 G-35 10 15 5 
G-25 8 16 8 G-51 13 16 3 
G-43 8 12 4 G-28 7 15 8 
G-20 4 10 6 G-29 3 5 2 
G-36 2 8 6 G-32 14 16 2 
G-24 2 11 9 G-33 4 11 7 
G-41 2 11 9 
G-30 7 9 2 
G-27 5 11 6 
Older Boys Younger Boys 
B-50 4 9 5 B-2 1 16 15 
B-11 7 15 8 B-15 3 10 7 
B-46 9 14 5 B-48 0 5 5 
B-18 3 8 5 B-16 3 7 4 
B-10 5 13 8 B-5 2 6 4 
B-49 3 10 7 B-12 0 9 9 
B-3 1 11 10 B-1 2 11 9 
B-8 12 16 4 B-13 5 10 5 
B-9 5 16 11 B-4 4 11 7 
B-47 5 16 11 B-19 8 13 5 
B-7 2 6 4 
B-14 10 14 4 
B-6 0 9 9 
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As shown in Table VII, the greatest gain made by any child was 
achieved by B-2, a younger boy, who went from one point to a perfect 
score of sixteen, giving him an improvement score of fifteen points. 
The girl showing the greatest gain in her improvement score was G-45, 
who improved eleven points from five to sixteen. 
Three girls, G-30, G-29, and G-24, made only two points 
improvement between October and May. Four younger boys, B-16, B-5, 
B-7, and B-14, improved only four points each. 
The older boys' group showed the most improvement in this test 
by achieving an average increase of 7. 4 points; older girls and younger 
boys each improved an average of 6. 69 points; and the younger girls 
improved an average of 5. 2 points. Since two of the younger girls, G-32 
and G-51, had scored so high in October they could improve only two and 
three points respectively to make the top possible score (which they both 
did), this tended to keep down the average increase of the younger girls' 
group. However, this group p.lso had the most children (5) who had still 
not reached the mean by May. 
III. GOODENOUGH-HARRIS DRAW-A-MAN TEST 
Since the Goodenough-Harris Draw-A-Man test is considered to 
be a good screening device to measure intellectual maturity, it was used 
as one of the measuring instruments to determine the growth in intellectual 
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maturity of the students in the study. Table VIII shows the results of the 
October and May tests and the change in percentile rank. All children 
with a C .A. under 6. 0 in the May column of the table were scored at the 
five-year level. All other children in the study were scored at the six-
year level. 
Though the older girls had more of their group below the mean 
than any of the other three groups, they made considerable growth between 
October and May. For example, G-17 received a standard score of 5 0 in 
October and a standard score of 110 in May, an improvement of 60 points. 
She went from the 1st to the 81 st percentile, an increase of 73 percentile 
points. 
In the younger group, G-40 improved her score by 4 7 points, 
which moved her from the 1st to the 81 st percentile, a change of 81 per-
centile points. Two of the younger girls, however, made no improvement; 
in fact, they lost one and two points respectively. The test author says 
that some test results which .underestimate a child's ability are due to the 
child's carelessness, inadequate motivation, or his lack of interest. Is 
is the writer's opinion that some of the girls who did outstanding work 
during the year did not work up to capacity for this test. In an effort not 
to influence the results of the test, it is possible that the teacher did not 
motivate them enough. 
TABLE VIII 
GOODENOUGH-HARRIS DRAW-A-MAN TEST 
(Standardized Mean--100) 
C.A. Raw Score Standard Score Improve-
Student Oct. May Oct. May Oct. May ment 
Older Girls 
G-31 6.5 6 .11 8 17 69 88 19 
G-26 6.0 6.6 15 22 87 98 11 
G-37 6.0 6.6 0 21 50 96 46 
G-17 6.0 6.6 A-0 23 50 110 60 
G-45 5 .11 6.5 0 22 52 98 46 
G-24 5 .11 6.5 11 29 79 113 34 
G-42 5.10 6.4 8 12 72 77 5 
G-25 5.10 6.4 19 25 105 113 8 
G-43 5.10 6.4 11 15 82 83 1 
G-20 5.10 6.4 13 23 87 100 17 
G-36 5.8 6.2 15 20 93 94 1 
G-34 5.7 6.1 11 18 82 90 8 
G-38 5.7 6.1 0 13 50 79 29 
N=l3 Average Gain 21.92 
Oct. 
2 
19 
1 
1 
1 
8 
3 
63 
12 
19 
32 
12 
1 
Percentile Score 
May %ile Change 
21 19 
45 26 
39 38 
75 74 
45 44 
81 73 
6 3 
81 18 
13 1 
50 31 
34 2 
25 13 
8 7 
26.84 
...... 
w 
...... 
TABLE VIII (Continued) 
C.A. Raw Score Standard Score Improve-
Student Oct. May Oct. May Oct. May ment 
Younger Girls 
G-21 5.6 6.0 10 12 79 77 -2 
G-39 5.6 6.0 14 16 87 86 -1 
G-23 5.6 6.0 14 25 87 105 18 
G-44 5.5 5 .11 .8 25 72 114 42 
G-22 5.5 5 .11 20 36 107 141 34 
G-40 5.5 5 .11 6 25 67 114 47 
G-35 5.5 5 .11 4 20 62 102 40 
G-28 5.4 5 .11 22 22 107 107 0 
G-29 5.4 5.10 16 24 92 119 27 
G-32 5.4 5.10 17 35 99 150 51 
G-33 5.3 5.10 16 18 92 97 5 
G-41 5.3 5.9 11 17 79 94 26 
G-30 5.3 5.9 20 27 107 119 12 
G-27 5.3 5.9 20 28 102 122 20 
N=l4 Average Gain 22.78 
Oct. 
8 
19 
19 
3 
68 
1 
1 
68 
29 
47 
29 
8 
68 
55 
Percentile Score 
May %ile Change 
6 -2 
18 -1 
63 44 
82 79 
99 31 
82 81 
55 54 
68 0 
90 61 
99 52 
42 13 
34 26 
90 22 
93 38 
35.57 
f--' 
w 
N 
TABLE VIII (Continued) 
C.A. Raw Score Standard Score Improve-
Student Oct. May Oct. May Oct. May ment 
Older Boys 
B-50 6.2 6 .11 16 22 94 110 16 
B-11 6.1 6.7 19 38 102 152 50 
B-46 5 .11 6.5 20 24 113 115 2 
B-18 5.10 6.4 9 21 80 107 27 
B-10 5.10 6.4 18 23 107 110 3 
B-49 5.10 6.4 17 27 103 123 20 
B-3 5.8 6.3 12 15 89 91 2 
B-8 5.8 6.2 19 19 110 102 -8 
B-9 5.7 6.1 14 34 117 141 24 
B-47 5.7 6.1 6 13 71 86 15 
N=lO Average Gain 11. 6 
Oct. 
34 
55 
82 
9 
68 
58 
23 
75 
87 
3 
Percentile Score 
May %ile Change 
75 41 
99 54 
84 2 
68 59 
75 7 
94 36 
27 4 
55 -20 
99 12 
18 15 
21.0 
I-' 
w 
w 
TABLE VIII (Continued) 
C.A. Raw Score Standard Score Improve-
Student Oct. May Oct. May Oct. May ment 
Younger Boys 
B-2 5.6 6.0 18 23 107 112 5 
B-15 5.6 6.0 23 24 122 115 -7 
B-48 5.6 6.0 13 14 92 89 -3 
B-16 5.5 6.0 A-1 13 56 86 30 
B-5 5.5 5 .11 10 22 83 119 36 
B-12 5.5 5 .11 11 16 86 101 15 
B-1 5.5 5 .11 15 21 98 114 16 
B-13 5.4 5.10 16 22 101 119 18 
B-4 5.4 5.10 9 19 80 110 30 
B-19 5.4 5 .10 12 21 85 116 31 
B-7 5.3 5.10 5 17 68 104 36 
B-14 5.3 5.9 22 24 119 125 6 
B-6 5.2 5.8 9 18 80 107 27 
N=l3 Average Gain 18.46 
Oct. 
68 
93 
29 
1 
13 
18 
45 
53 
9 
16 
2 
90 
9 
Percentile Score 
May %ile Change 
79 11 
84 -9 
23 -6 
18 17 
90 77 
53 35 
82 37 
90 37 
75 66 
86 70 
61 59 
95 5 
68 59 
35.23 
I-' 
w 
.i::.. 
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In the older boys' group, B-11 made the most progress. He 
improved from 102 in October to 152 in May for a total improvement of 50 
points, moving him from the 55th to the 99th percentile, a 54 percentile 
point increase. Boy B-18 achieved 80 points in October and 10 7 in May, 
which moved him from the 9th to the 68th percentile, a change of 59 per-
centile points . 
Three boys scored lower in May than in October. B-8 lost 8 points 
in his standard score which dropped him from the 75th to the 55th percentile, 
a loss of 20 percentile points. Although his raw scores in October and May 
were identical (19), he was scored on the fifth-year level in October and 
the sixth-year level in May, which lowered his standard score. 
A younger boy, B-5, earned 36 improvement points (83 to 119) 
which raised him from the 13th to the 90th percentile, a 77 point increase 
in percentile standing. 
The younger girls made the greatest average gain in improvement 
of all groups with an average increase of 22. 78 points. The older girls 
were a close ·second with an average increase of 21 . 9 2 points. The 
younger boys made an average improvement of 18. 46 points, while the 
older boys made the least improvement, 11. 60 points. 
The average improvement in percentile rank was as follows: 
younger girls, 35.57; younger boys, 35.23; older girls, 26.84; older boys, 
21 • 0. The entire group gained an average of 18. 69 points per child, 
while the average gain in percentile rank was 29. 66 percentile points. 
Of the total group, 33 or 66-2/3 per cent of the students scored above 
the standardized mean. 
It was interesting to note that the five children scoring past 
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125 (G-22, 141; G-32, 150; B-11, 152; B-9, 141; B-14, 125), found 
frequent opportunities to think or work creatively in the classroom. These 
children all came from homes providing frequent opportunities to work in 
various media and they are encouraged in creative and academic interests. 
IV. PEABODY PICTURE VOCABULARY TEST 
The Peabody Picture Vocabulary Test, Form B, was administered 
to the kindergarten children in November, and Form A was administered in 
May. The change in performance is contained in Table IX. Mental ages 
have been converted to months for easier interpretation of change. 
Several children displayed outstanding growth in mental age as 
measured by this verbal hearing (receptive vocabulary) test. Boy B-11 
made such ari outstanding mental age score that it seemed advisable to 
average the other older boys alone for comparison with the older girls. 
Even without B-11, the older boys tested almost one full year M.A. above 
the older girls. The older boys had an average mental age of 7 years and 
5 months (7. 5) in November, compared to 5 .11 average M.A. for older 
girls, 6.0 average M.A. for younger girls, and 6.3 average M.A. for 
TABLE IX 
PEABODY PICTURE VOCABULARY TEST 
Mental Age 
Student November May Gain In Intelligence Quotient 
Years Months Years Months Months Nov. May Change 
Older Girls 
G-31 5.8 68 6.10 82 14 85 98 13 
G-26 4.6 54 5 .11 71 17 78 89 11 
G-37 6.4 76 8.7 103 27 104 116 12 
G-17 6.6 78 7.6 90 12 106 104 -2 
G-45 6.2 74 9.5 113 39 102 124 22 
G-24 7.10 94 8.3 99 5 121 123 2 
G-42 6.10 82 7.8 92 10 110 117 7 
G-25 5.6 66 7.1 85 19 93 111 18 
G-43 5.4 64 7.3 87 23 91 113 22 
G-20 6.6 78 7.1 85 7 106 111 5 
G-36 5.6 66 6.1 73 7 93 101 8 
G-34 4 .11 59 5.2 62 3 85 91 6 
G-38 5.3 63 6.1 73 10 89 101 12 
N=l3 Average Gain in Months 14.85 Average IQ Imp. I 0. 5 
Percentile Rank 
Nov. May Change 
16 52 36 
6 28 22 
62 84 22 
70 62 -8 
54 92 38 
93 94 I 
81 88 7 
30 79 49 
25 83 58 
70 79 9 
30 54 24 
13 25 12 
20 54 34 
Ave. %ile gain 23. 38 
....... 
w 
".J 
TABLE IX (Continued) 
Mental Age 
Student November May Gain In Intelligence Quotient 
Years Months Years Months Months Nov. May Change 
Younger Girls 
G-21 4.7 55 5.9 69 14 80 97 17 
G-39 5.3 63 6.1 73 10 89 101 12 
G-23 5.10 70 6.6 78 8 97 105 8 
G-44 6.4 76 7.3 87 11 104 113 9 
G-22 5.6 66 8.1 97 31 93 121 28 
G-40 5.6 78 7.8 92 14 106 117 11 
G-35 5 .11 71 7.1 85 14 100 111 11 
G-51 6.4 76 8.9 105 29 104 129 25 
G-28 5.3 63 7.1 85 22 101 111 10 
G-29 5.8 68 7.6 90 22 106 115 9 
G-32 8.2 98 10~7 127 29 132 135 3 
G-33 6.8 80 6.1 73 7 117 101 -16 
G-41 5.10 70 5 .11 71 1 108 99 - 9 
G-30 5.6 66 6.6 78 12 104 106 2 
G-27 6.6 78 6.10 82 4 116 109 - 7 
N-=15 Average Gain in Months 14.27 Ave. I.Q. Imp. 10.5 
Percentile Rank 
Nov. May Change 
8 43 35 
20 54 34 
41 68 27 
62 83 21 
30 92 62 
70 88 18 
48 79 31 
62 98 36 
51 79 28 
69 85 16 
96 99 3 
87 54 -33 
73 47 -26 
62 68 6 
85 76 - 9 
Ave. %ile gain 16.6 
I-' 
w 
co 
TABLE IX (Continued) 
Mental Age 
Student November May Gain In Intelligence Quotient 
Years Months Years Months Months Nov. May Change 
Older Boys 
B-50 7.0 84 8.3 99 15 112 112 0 
B-11 10.1 121 10.5 125 4 145 133 -13 
B-46 6.8 80 7.8 92 12 108 117 9 
B-18 7.5 89 8.5 101 12 117 125 8 
B-10 5.3 63 8.1 97 34 89 121 30 
B-49 7.10 94 8.5 101 7 121 125 4 
B-3 6.5 89 7.10 94 5 117 121 4 
B-8 7.0 84 7.6 90 6 112 117 5 
B-9 8.2 98 8.3 99 1 125 125 0 
N=9 Average Gain in Months 10.66 Ave. I. Q. Imp. 5.22 
Percentile Rank 
Nov. May Change 
84 78 -6 
99+ 98 -1 
76 88 12 
89 96 7 
20 92 72 
93 96 3 
89 90 1 
84 85 1 
96 94 -2 
Ave. %ile gain 9.33 
....... 
w 
<.o 
TABLE IX (Continued) 
Mental Age 
Student November May Gain In Intelligence Quotient 
Years Months Years Months Months Nov. May Change 
Younger Boys 
B-2 7.3 87 10.7 127 40 115 135 20 
B-15 5 .11 71 6.10 82 11 100 109 9 
B-48 5.6 66 6.10 82 16 93 98 5 
B-16 4.0 48 5.5 65 17 72 91 19 
B-5 5.4 64 7.1 85 21 91 111 20 
B-12 6.6 78 7.8 92 14 106 117 11 
• B-1 5 .11 71 7.1 85 14 100 112 12 
B-13 6.10 82 8.3 99 17 110 123 13 
B-4 7.5 89 8.5 101 12 125 125 0 
B-19 5.10 70 9.2 110 40 97 136 39 
B-7 6.4 76 6.3 75 -1 114 103 -11 
B-14 8.4 100 9.5 113 13 134 135 1 
N=l2 Average Gain in Months 7.2 Ave. I. Q. Imp. 7.53 
Percentile Rank 
Nov. May Change 
87 99 12 
48 76 28 
30 76 46 
3 30 27 
25 79 54 
70 88 18 
48 79 31 
81 94 13 
95 96 1 
41 99 58 
81 62 -11 
97 99 2 
Ave. %ile gain 23. 25 
I-' 
~ 
0 
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for younger boys. The younger boys scored 3 months higher than the 
younger girls, and all three groups tested higher than the older girls. 
Thus, both groups of boys demonstrated more maturity than the comparable 
(by age) girls' group in November. 
In November, two older and one younger girls scored under five 
years' mental age.: G-26, 4.6; G-34, 4.11; G-21, 4.7. G-32, a member 
of the younger girls' group, scored highest of any girl in the class, with 
an M.A. of 8 years and 2 months. At the time of the November test, 
as measured by the PPVT, the mental age range was from 4. 6 to 8. 2, 
a range of three and one-half years. 
The only boy testing below five years in either boys' group was 
B-16, a member of the younger group, with an M.A. of 4.0. B-11 tested 
the highest with a M.A. of 10. 1 . This range of six years and one month 
represented the extremes for the entire class. 
The PPVT was repeated in May, using form A. The data indicated 
excellent progress in all four groups since the November test. The older 
boys' group niade the least growth in mental age, although their gain of 
10. 66 months was well above the 6 months anticipated growth. Both 
older and younger girls improved over 14 months ( 14. 8 4 and 14. 2 7 
respectively). The younger boys excelled with an average gain of 18. 83 
months in M.A. 
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Results of the May test indicated a gain of 39 months in M.A. 
for older girl G-45, 31 months for younger girl G-22, and 6 others showed 
gains between 22 and 29 months. Three girls made less than 6 months 
progress and younger girl G-33 did not score as high in May as she had 
in November. 
The boys gained more months in M.A. than the girls with two 
younger boys, B-2 and B-19, each making 40 months progress. B-10 
gained 34 months in M.A. According to the test results, the least progress 
was made by younger boy B-7 who lost one month in M.A. from his 
November score. Every other younger boy gained at least 11 months in 
mental age. Three of the older boys gained less than 6 months in M.A. 
during the six-months period. 
The average gain in I. Q. ranged from 5. 2 2 points for the older 
boys to 11. 5 points for the younger boys. Younger girls gained an average 
of 7. 5 3 I. Q. points, which was surpassed by the older girls' average gain 
of 10.46 I.Q. points. 
Two· younger girls displayed the most improvement with G-22 
raising her I. Q. score from 9 3 to 121 for a total gain of 2 8 points, and 
G-51, improving 25 points from 104 to 129. Two older girls each showed 
an improvement of 22 points in I.Q. score. Girl G-43 gained 23 months 
in M.A. while raising her I .Q. by 22 points, but it was necessary for 
G-45 to gain 39 months in M.A. to make the same 22 point I.Q. growth. 
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Although younger girl G-32 gained 29 months in M.A., she gained only 3 
additional points in I. Q. due to her position on the probability curve. 
Older girl G-17 gained 12 months M.A. but dropped from an I.Q. of 106 
to 104, as her May score was converted to I. Q. at a higher age level on 
the chart. This also caused her to drop from the 70th to the 62nd per-
centile. The youngest girl in the class, G-27, made 4 months growth in 
M.A. , but dropped from an I. Q. of 116 to 109, a 7-point drop in I. Q. 
score and a 9-point drop in percentile standing. 
The older girls made the most improvement in percentile rank 
with an average gain of 23. 38 points. Girl G-43 made 58 points improve-
ment in moving from the 25th to the 83rd percentile. Eight of the 13 older 
girls made more than 20 points improvement. Ten of the younger girls 
were able to elevate their positions by 20 points. However, G-32, 
though she made only 3 points change, went from the 96th to the 99th 
percentile. Girl G-24 also made only 1 point change as she moved from 
the 93rd to the 94th percentile. 
The greatest increase in I. Q. for any member of the class, as 
indicated by the test results, was made by younger boy B-19. His score 
increased from 97 to 136 for a total gain of 39 points, which moved him 
from the 4lst to the 99th percentile, an increase of 58 percentile points. 
An older boy, B-10, raised his score from 89 to 121 for an increase of 30 
points. As a result he raised from the 20th to the 9 2nd percentile, an 
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increase of 72 percentile points. A growth of 15 months mental age was 
made by B-50, from 7. 0 to 8. 3. His I. Q. was unchanged but he dropped 
from the 84th to the 78th percentile. Boy B-11 gained 4 months in M.A., 
but his I.Q. score dropped from 145 to 133 as he changed age level on 
the conversion table; this also dropped him from the 99th to the 98th 
percentile. Although B-2 gained 40 months in M.A., and gained 20 
points in I.Q., he advanced only 12 percentile points from 87th to 99th 
percentile • 
The younger boys made the greatest average gain in I. Q • points 
with 11. 5 points, but their average percentile change of 23. 25 was 
slightly exceeded by the older girls who increased an average of 23. 38 
percentile points. The younger girls increased their percentile ranking 
an average of 16. 60 percentile points, while the older boys averaged 
onl6 9. 33 points increase. 
Table X summarizes the results of the PPVT. The four groups 
maintained their same relative position as measured by average M.A., 
with the older boys scoring highest, followed by younger boys, younger 
girls, and older girls. The older boys showed the least gain in I. Q. and 
percentile rank, which is understandable because their performance was 
initially higher. The young boys and young girls showed the greatest 
increase in both average gain in I. Q. points and average increase in 
percentile rank. 
TABLE X 
PEABODY PICTURE VOCABULARY TEST AVERAGE SCORES 
Older Girls Older Boys Young Girls 
Average Mental Age--November 5 .11 7.5 6.0 
Average Mental Age--May 7.1 8.3 7.2 
Average gain in Mental Age (months) 14.84 10.66 14.27 
Average gain in I. Q. points 10.46 5.22 7.53 
Average increase in percentile rank 23.38 9.33 16.60 
Young Boys 
6.3 
7.9 
18.83 
11. 5 
23.25 
I-' 
.i:::. 
CJ1 
146 
v. PARENTS I QUESTIONNAIRE 
A questionnaire was sent to the parents at the end of the school 
year in an attempt to evaluate their attitudes about the kindergarten pro-
gram. Of the 51 questionnaires sent out, 46 or 90 per cent were returned. 
The results appear in Table XI. 
Some interesting comments were elicited from the parents. In 
response to the question, "Doe he ask about words or letters .•. " 
parents reported their child was constantly asking words or names of 
letters of the alphabet. Another mother wrote that her child was "driving 
me crazy" in an effort to learn. Parents reported that long words appeared 
to be especially interesting to the children. In response to other questions, 
mothers indicated there had been a sharp rise in interest in all readiness 
areas since kindergarten. When asked if the child had become more 
curious, mothers commented that the children were "very much more 
curious" and "always curious but since kindergarten there are so many 
more things to wonder about." Mothers indicated that children were 
using number skills at home "with everything he works with," and another 
particularly noticed the use of the clock, calendar, and number relation-
ships. 
Since the educational attainment of children's parents is an 
important influence on their growth and development, it was felt that 
brief mention should be made of this information. 
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TABLE XI 
RESPONSES TO PARENTS' QUESTIONNAIRE 
Before Since 
Question Kinder- Kinder-
garten garten 
1. Does the child enjoy looking at books, 
magazines, and newspapers? 13 46 
2. Does he pick out signs, labels, individual 
letters, numerals, traffic signals, etc. , 
that are conspicuous in his environment? 8 44 
3. Does he ask about words or letters that 
look interesting to him ? 7 42 
4. Does he look through familiar story books 
and enjoy "reading" it to himself? 15 41 
5. Has he begun to consistently recognize 
familiar words or symbols from television, 
milk cartons, cereal packages, Weekly 
Surprise paper, etc.? 9 45 
6. Does he pick out words that begin like his 
name? 5 42 
7. Does he read any simple books--with 
perhaps one word under the picture ? 5 24 
8. Does he ask what words and symbols say? 12 45 
9 • Does he have the opportunity to make 
pictures, cut, paste, work with clay, 
etc. , at home ? 22 44 
10. Does he make an attempt to do any writing 
on his own? 14 41 
TABLE XI (Continued) 
Question 
11. Does he show an interest in writing 
numbers? 
12. Have you observed him using any number 
skills--counting, larger and smaller, etc. ? 
13. Does he show more interest and desire to 
try new things at home? 
14. Does he meet and play more easily with 
other children? 
15. Does he appear more observant and more 
curious? 
16. Does he have any responsibility around 
home? If so, what 
19 Picking up toys 
12 Putting clothes away 
16 Cleaning own room 
12 Dishes 
9 Take care of pets 
7 Work in the yard 
5 Dusting 
4 S~tting the table 
3 Take care of the baby 
5 Errands 
2 Cleans bathroom 
2 Garbage 
2 Washes and dresses himself 
1 Burns trash 
1 Gathers eggs 
1 Vacuums rugs 
1 Empties waste baskets 
1 Does a sizeable amount of ironing 
Before 
Kinder-
garten 
7 
12 
9 
15 
9 
No 
2 
Since 
Kinder-
garten 
41 
42 
41 
46 
43 
Yes 
44 
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Of the parents in this group, three mothers have completed four 
years of college and two have completed five years, for a total of 11 per 
cent who are college graduates. Eleven (24%) have had business college 
training, nurse's training, or some college study. Twenty-two mothers 
(49%) are high school graduates. Seven mothers (16%) did not complete 
high school, and one mother did not answer this question. 
Of the fathers in the study, four had completed four or more 
years of college and six had completed five or more years of college 
education for a total of 23 per cent. Eleven fathers (26%) have had 
some college education, vocational training, or technical school prepara-
tion beyond high school. Ten fathers completed high school and two others 
who did not complete their high school education have since done equiva-
lent work in order to obtain employment for a total of twelve or 28 per 
cent. Nine of the fathers have not completed their high school education 
for a total of 21 per cent. Four fathers no longer living with the family 
were unlisted on the questionnaires. 
It is interesting to compare these figures relating to parents 
living in a small logging community in Washington State with parents 
of New York children in a study by de Hirsch. In her study of fifty-one 
children, de Hirsch found that 2 per cent of the parents had completed 
college, 5 6 per cent had completed high school but not college, and 
42 per cent had less than a high school education. In a study of adults 
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in New York City in 1962, it was found that 8 per cent of the group were 
college graduates, 29 per cent had completed high school but not college, 
and 63 per cent had not completed high school. The educational level of 
the parents in the present study was considerably higher than either of 
the other two groups. 
CHAPTER V 
SUMMARY AND CONCLUSIONS 
I. SUMMARY 
A group of fifty-one kindergarten children (23 boys and 28 girls) 
from Central School in Hoquiam, Washington, were studied for the purpose 
of evaluating changes occurring during the school year in terms of readi-
ness and academic growth. A series of tests were given in October and 
November as an inventory of the child's background of skills and readiness 
in the fall, and the tests were repeated in May to measure any change 
occurring during the school year. 
The test inventory included rote counting, Match Mates Puzzle 
Test, Metropolitan Readiness Test, Form A, and the Peabody Picture 
Vocabulary Test. Subtests for Numbers and the Alphabet were given 
special statistical treatment apart from the total Metropolitan scores. 
Graduate students from Central Washington State College Department of 
Psychology scored the Draw-A-Man test on the Goodenough-Harris scale 
because of the subjective nature of the test. All other tests were adminis-
tered and scored by the teacher. 
Children were divided into four groups for purposes of comparison: 
older girls (above five years and five months chronological age), younger 
girls (below five years, five months), older boys (over five years, five 
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months), and younger boys (below five years, five months). Change was 
compared to the standardized mean, their own improvement score, group 
improvement, and change in the percentile rank as shown on the test 
author's scale. 
On the basis of the total score on the Metropolitan Readiness 
Test, the younger boys were less ready than the other groups in the fall 
and made less improvement than the other groups during the period of this 
study. The older children made more overall improvement than the younger 
children, although the younger girls' group was much stronger than the 
young boys' group. When considered as one group, the girls made more 
improvement than the boys . 
On the Metropolitan Alphabet subtest, both boys' groups made 
more improvement than their comparable girls' group. The Metropolitan 
Numbers subtest scores indicated that the boys were more ready for work 
in this area when they entered school than the girls. All four groups 
made very real progress during the year, however. 
On the Goodenough-Harris test, the older girls had the lowest 
scores in October, but were second in achievement in May, surpassed 
only by the young girls who made the most achievement. The entire 
group's performance was raised an average of 18. 69 points per child. 
Results of the Peabody Picture Vocabulary Test indicated that 
the younger boys made the highest average gain in I. Q. points with an 
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average gain of 11. 5 points. Their average percentile change of 23. 25 
percentile points was almost identical to that of the older girls who 
gained an average of 23. 38 percentile points. 
One child from each of the four groups was selected from the 
study to more clearly illustrate changes occurring during the school year. 
The writer recognizes the part that development plays in the growth of 
the child. The four children were selected for particular reasons: 
G-31 because she was the oldest child in the group, B-16 because he 
scored the lowest mental age in this study on the PPVT in November, 
B-11 because although he made excellent progress ye still lost several 
points in I.Q. on the PPVT in May, and G-35 because she is an example 
of good progress of a younger girl. 
G-31, one of the older girls, was six years and three months of 
age in October when the Metropolitan Readiness Test was administered. 
Her scores of 19 in October and 44 in May gave her an improvement of 
25 points, which was still below the standardized mean in May. Her 
letter rating improved from E to D, and her percentile rank raised from 
the 4th to the 29th percentile--25 points higher. On the Numbers subtest 
(maximum 2 6 points), her score improved 10 points from 3 to 13, which 
was just above the standardized mean. Her score on the Alphabet sub-
test (maximum 16) improved only 4 points from 1 to 5, still well below 
the standardized mean of 9. 39. In October she counted to 23 and in 
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May to 39. By May over half the group could count to 100. The Goode-
nough-Harris Draw-A-Man test gave her a standard score of 69 in 
October which was raised to 88 in May for an improvement of 19 points. 
This raised her from the 2nd to the 21st percentile, an improvement of 
19 percentile points. Her PPVT measured her mental age at 5. 8 (eight 
months below her C.A.). By May her mental age had increased to 6.10 
for a 14 months gain in mental age and an increase of 13 points in her 
I. Q. This girl undoubtedly worked under a handicap as she was being 
treated for kidney infection which necessitated the removal of one kidney 
after school was out. 
B-16, one of the younger boys, was five years and three months 
old in October when he was originally tested on the Metropolitan Readi-
ness Test. His score of 22 was raised to 52 in May, an improvement of 
30 points. His letter rating improved from E to C and his percentile rank 
raised from the 5th to the 44th percentile, a gain of 39 percentile points. 
His numbers subtest (maximum 2 6) changed from 5 to 16, an 11 point 
gain well above the standardized mean. He was very interested in numbers. 
His Alphabet subtest (maximum 16) raised from 3 to 7 for a 4 point gain, 
still under the standardized mean. In October he cried on many occasions, 
refused to try anything new, and frequently would not participate in 
activities. He would not attempt to count in October, but counted to 39 
in May. His Goodenough-Harris Draw-A-Man test standard score of 56 
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in October was raised 30 months to 86 by May. This raised his percentile 
rank from 1 to 18, a gain of 17 percentile points. The Peabody test in 
October gave him a mental age of four years, which was raised to five 
years and five months in May for a seventeen month growth and a 19 point 
increase in his I. Q. 
G-35, a younger girl, was five years and three months old in 
October, the same age as s:...16. In October her first Metropolitan total 
score was 35, which she raised to 80 in May for a total gain of 45 points. 
She went from a letter rating of D to A, and increased her percentile rank 
from 16th to 9 5th, for a growth of 79 percentile points. In October she 
counted to 16 and in May to 100. She obtained a perfect score on 10 
on the Match Mates Test in both October and May. Her Metropolitan 
Numbers subtest score improved from 8 in October to 2 2 in May, an 
improvement of 14 points which was well over the standardized mean of 
12 .01. The Alphabet subtest (maximum 16) improved from 10 to 15 which 
put her well above the standardized mean of 9. 39. On the Goodenough 
Draw-A-Man test she scored 62 points in October and 102 in May, an 
increase of 40 points which raised her from the 1st to the SSth percentile 
for a gain of 54 percentile points. Her PPVT score changed from 5 .11 to 
7 • 1 , an improvement of 14 months or 11 I. Q • points. 
B-11, an older boy, was five years and eleven months old when 
he took the Metropolitan Readiness Test in October. His score of 50 was 
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raised to 89 in May for a gain of 39 points. His letter rating changed 
from C to A, and his percentile rank rose from the 40th to the 99th per-
centile, a 59 percentile point increase. His score on the Numbers sub-
test (maximum 2 6) increased from 8 in October to 2 2 in May, a gain of 
14 points. His score was far above the standardized mean for the test. 
His score on the Alphabet subtest was raised from 7 to 15 (16 possible) 
which was well above the standardized mean of 9. 39. In October he 
counted to 30; by May he could count to 100. On the Puzzle Mates Test 
he raised his score from 2 to 7. His score on the Goodenough Draw-A-
Man Test in October was 102; by May he had improved 50 points for a 
standard score of 152. This raised him from the 55th to the 99th percentile 
for a 59 per centile point increase. The PPVT test in October scored his 
mental age as 10 .1 which raised to 10. 5 in May. His I.Q. score, 
however, dropped by 12 points in May. 
It is obvious that all the children made progress during the 
school year, but not the same amount. Gains made during the year were 
measured differently by the different tests. In the teacher's judgment, 
the Metropolitan test scores more nearly coincided with her judgment 
of the child's ability or achievement. In a few instances, however, a 
child managed to achieve a higher rating on a test than he appeared to be 
able to maintain under the pressures of classroom competition. B-16 is 
an example of very good overall progress. However, he did not achieve 
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the social and emotional development necessary to cope with more 
aggressive classmates. In the field of numbers he showed outstanding 
interest and ability. When numbers were mentioned, he became extremely 
alert and much more aggressive. In the teacher's opinion, this boy 
would benefit from experience in a transition room where he could 
develop and grow without pressure. He was still weak in the language 
arts area. He tired easily and needed encouragement before attempting 
something new. His M.A., although 17 months higher than his October 
M.A. , still measured only 5 years and 5 months in May by the Peabody 
test. In this teacher's opinion, he was not ready to do successful 
first grade work at the end of the school year. 
II. CON CL US IONS 
The progress of the study group throughout the year was gratifying. 
The children gained poise, self-confidence, independence, and the 
courage to try something new. Many traits and characteristics which 
seem invaluable to the first grader were strengthened or encouraged. 
As in every group, some children appeared very mature while others were 
less ready. While every child in the group made progress during the 
school year, it is evident that some children will need more readiness 
work before a formal reading program is begun. Many children who are 
six years old are still not ready to read • Chronological age , therefore, 
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is not a satisfactory predictor of readiness for learning. Intelligence 
level alone does not insure success. Many factors, interacting with 
each other, are involved in readiness. Because of this, a single test, 
measuring isolated factors, is not a satisfactory predictor of success in 
first grade • 
Learning situations which offer recurring learning situations 
extending over long periods of time, gradually develop concepts while 
extending understandings and cause significant changes which can be 
measured in the kindergarten program. Children can make excellent 
progress in readiness without resorting to a formal structured approach. 
The need for more communication between parent and teacher 
is very evident. It is imperative that the parents realize the importance 
of their position in early childhood education. The kindergarten teacher's 
background makes her the logical one to assume partial responsibility 
for parent education in this area. 
It is both imperative and urgent that teachers find ways of 
meeting the needs of less mature children who may be actually damaged 
by pressures in a regular classroom. Their unique characteristics fre-
quently make them vulnerable. Instead of developing positive attitudes 
about their abilities and themselves, they acquire negative ideas since 
their developmental level has not been appropriately matched with the 
tasks at hand. We have no way of measuring this wasted talent, but 
it could be developed into useful channels with a proper program, 
facilities, and guidance. 
159 
Some means must be found to reach the boys. Their slower 
development must be considered when placing them in the beginning 
reading program. Perhaps boys "special interests" at this level could 
serve as a guide in redesigning some aspects of curriculum which could 
further the boys' development. 
There seems to be good reason for concern that our gifted chil-
dren are under too much pressure. As teachers, we should be ready to 
accept and broaden their interests in art, music, and other creative fields. 
They need enrichment in academic areas, but not under pressure or to the 
exclusion of all else. His life may be a great deal richer, fuller, and 
happier because of broad exposure to other fields of interest. 
Kindergarten programs should re-examine their curriculum. Those 
conducting the play school type program with incidental learnings should 
evaluate the program in light of recent research. Children like and want 
to learn. Broad areas can be introduced at this level to broaden their 
experience and understanding. Without becoming a "watered down" 
first grade, the kindergarten experience may become the child's most 
important school experience, as it is truly the very foundation of his 
attitudes toward school, work, learning, and his own self-concepts. 
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Several studies indicate that children's academic performance 
continues throughout the grades much the same as their level of performance 
at the kindergarten level. It would be interesting to study these same 
children at various grade levels to determine how accurately their kinder-
garten test performances predicted their future academic achievement. 
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APPENDIX A 
WHY KINDERGARTEN EDUCATION? • • • A RATIONALE 
WHY KINDERGARTEN EDUCATION? ••• A RATIONALE (2:23-25) 
Kindergarten has advantages for all children. For some it is the 
most important year of schooling that they will ever experience. 
Kindergartens exist in order to fulfill an educational need for 
five-year-old children. The school provides opportunities for wide and 
varied experiences that are mentally stimulating. These experiences are 
conducted with groups of children of a common age and held in space that 
is designed for the purpose. The environment is safe, healthy and spacious. 
The rich atmosphere of a good kindergarten provides the stimuli for develop-
ing human intelligence. 
Teachers no longer accept the idea of a fixed I. Q. in children but 
regard themselves as builders of it. 
Most of our children will be attending school for many years. The 
school presents a strange world filled with somewhat mysterious, and to 
the child, unknown quantities. 
The characteristics of large groups, schedules, books, buses, 
sharing, playgrounds and so on place new limits on freedom of behavior 
and movement. These new stresses require a period of adjustment including 
the removing of fears, the establishment of positive attitudes and the open-
ing of doors to exciting learning possibilities. 
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Research indicates the great importance of the early years in 
building the child's personality. It has become increasingly apparent 
that basic attitudes which influence learning are determined very early in 
life. The child's concept of the world and of himself in a large measure 
does affect his success throughout his entire school years. 
The kindergarten is a most appropriate grade level for the consi-
deration of the development of human personality. Personal adjustment 
is a major area of concentration. The teacher, with her special prepara-
tion in child development, is capable of helping each child develop atti-
tudes emanating from self worth. To a large extent the teacher's 
responsibility includes child guidance and attempts to build a wholesome 
adjustment to school. 
The kindergarten practices a mentally-stimulating curriculum. 
While the details of the curriculum are outlined on page 11, it should be 
stated that mental development and logical thinking are prime objectives 
of the kindergarten. Experiences in science, mathematics, speech, social 
studies, art, music, health, safety and so on are the avenues through 
which the child becomes more aware of the society in which he lives and 
is a part. 
The kindergarten's contribution in one curriculum area alone, 
language arts, justifies its existence. Language is the avenue through 
which the child thinks. The good kindergarten extends the child's 
vocabulary and therefore his tools for thinking. 
167 
The development of skills in speaking and listening are experi-
ences that are essential to the building of a background for reading. In 
broad terms this provides reading readiness although reading readiness 
per se, that is, workbooks, is not advocated. 
The development of physical skills is an important part of the 
kindergarten program. Five year old children are physically vigorous and 
active. An important part of the kindergarten program, therefore, capital-
izes upon these characteristics and works toward the building of adequate 
physical skills. Child self concepts are closely related with his ability 
to match his peers in physical competency. 
Kindergarten is regarded as an educational supplement to the 
home. It is not intended to relieve parents of any responsibility but 
instead to provide opportunities to the child to associate with others in 
a stimulating school environment. Most parents find it difficult to provide 
extensive play space and equipment, a wide range of learning materials, 
playmates of a similar age, or provide a gradual transition from the home 
to the school. 
The home with a limited environment is greatly aided by kinder-
garten. A good program provides optimum conditions for good home-school 
communications and contributes a great deal to preparing the child for 
continuing education. 
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The kindergarten, then, provides a rich challenging environment 
appropriate to the mental and physical maturity of five year old children. 
Its distinctive characteristic is that it provides for opportunities for small 
children to attain a reasonable degree of self confidence and self esteem. 
It provides the possibility of excellent school-home relationships. A 
curriculum is provided that is mentally stimulating and emotionally satis-
fying. The kindergarten is also characterized by an environment where 
social responsibility is practiced and where a program of physical develop-
ment contributes to a positive self image. 
APPENDIX B 
PARENT QUESTIONNAIRE 
PARENT QUESTIONNAIRE 
How many of these things would you say are true of your child now? 
1. Does he enjoy looking at books ? ___ Magazines ? __ Newspapers __ 
2. Does he pick out signs, labels, individual letters, numerals, 
traffic signals, etc. , that are conspicuous in his environment? __ 
3. Does he want to know words or letters that look interesting to him? __ 
4. Does he look through familiar story books and enjoy "reading" it 
to himself? 
---
5. Has he begun to consistently recognize familiar words or symbols 
from television, milk cartons, cereal packages, Weekly Surprise, 
etc.? __ _ 
6. Does he pick out words that begin like his name? 
---
7. Does he read any simple books--with perhaps one word under the 
picture? 
---
8. Does he ask what words and symbols say? 
---
9. Does he have the opportunity to make pictures, cut, paste, work 
with clay, etc. ? 
---
10. Does he attempt to do any writing on his own? __ _ 
11. Does he show interest in writing numbers? __ _ 
12. Have you observed him using any number skills--counting, larger 
and smaller, etc. ? 
---
13. Does he seem to have more interests and desire to try new things 
at home? 
---
14. Does he meet and play more easily with other children? __ _ 
15. Does he appear more observant and more curious? 
---
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16. Does he have any responsibility around home? If so, what? 
Please put a circle around any of these things he did before he attended 
kindergarten. Use the back of this paper for any explanation. 
